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ABSTRACT
This study explores and analyzes the use of multiliteracies, multimodalities, and
sociocultural perspectives as pedagogical practices for the teaching and learning of secondary
school students and adult learners for literacy and second language acquisition. This qualitative,
comparative case study research questions the impact of the theory of multiliteracies and the use
of multimodalities and technology has on student experiences across the curriculum and
language acquisition with English language learners (ELLs). More specifically, this research
study investigates the implementation of multiliteracies, multimodalities, and sociocultural
theories of education in language acquisition classrooms, the use of technology in the classroom,
and the role of cultural diversity and inclusivity in the classroom. The participants involved in
this research study are three secondary school educators and three educators working with adult
learners. Data collection and analysis for this research is conducted using constructivist grounded
theory as outlined by Charmaz (2006; 2014). This research reveals that when educators
consciously engage learners in multiliteracies and multimodalities and account for cultural
diversity and inclusivity, and invest in technology in the classroom, curriculum expectations and
content material see a transformative effect in that they are taught through dynamic and
meaningful practices. Therefore, learners are invested and actively involved in the learning
process. It is revealed that expanding the definition of literacy to include multimodalities,
accounting for cultural and linguistic diversity, and using technology is essential for the
meaningful and positive teaching and learning of all learners across the curriculum.
Key Words: Multiliteracies and literacy, multimodalities in education, bilingualism, and
language acquisition, multiliteracies and technology.
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CHAPTER 1
Introduction
This Master of Education (M.Ed.) research study aims to expand the field of knowledge
on teaching and learning literacy and language acquisition methodologies by exploring the use of
multiliteracies and multimodalities with adult and secondary school educators. Moreover, this
research investigates technology in the classroom as it introduces multiple modalities in
classroom communities through digital literacies. While this study focuses on multiliteracies and
sociocultural perspectives of literacy and language education, it understands the value of Second
Language Acquisition (SLA) theories that focus on cognitive aspects of language learning.
However, this master’s thesis also recognizes that the sociocultural perspective of language
learning is equally valuable and essential in understanding how to teach literacy education and
language acquisition to learners of various linguistic backgrounds.
Background, Context, and Positionality
Janks (2010) begins by reminding readers that “in common usage, literacy is understood
to be the ability to read and write” (p. 1-2). Based on such a narrow definition, one must question
if having the ability to read and write is enough to interact with modern society’s complexities
and how such a narrow definition affects teaching literacy and language acquisition. When my
English language education began in Canada at ten years of age, I was taught using repetition
and memorization. Much like Janks (2010) writes about measuring literacy levels by a learner’s
ability to read and write well, my early education focused on reading and writing, copying
vocabulary lists from the blackboard and looking them up in dictionaries and spelling tests. Not
only was such a rigorous and tedious learning method, where the focus was on grammar rules
and vocabulary memorization, was very dull, but my language acquisition was very slow. When
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a classmate would ask me for the meaning of a word from the Daily Vocabulary List, I would
answer confidently. Their response was always a declaration praising my vocabulary knowledge.
However, while I had memorized grammatical rules and built an extensive vocabulary list, these
lists did not improve my oral communication.
When I began reading into the topic of literacy education and language acquisition, I was
surprised and comforted to learn that my childhood educational experiences with literacy and
language were like that of many learners. Consequently, exploring the literature transformed
from being a task necessary for my academic success to a task that allowed me to
metacognitively reflect on how I was taught and how I learned. Moreover, I learned that most of
my early childhood education used pedagogical methods formulated based on behaviourism
theory. Scarino and Liddicoat explain that behaviourism theory advocates for hierarchical
learning where “all the constituent parts of learning are to be mastered before proceeding to the
next part (objective)” (2009, p. 25). In this sense, behaviourism “can be linked to
grammar/translation methods that tend to focus on the parts of grammatical knowledge” (Scarino
& Liddicoat, 2009, p. 31). Even though behaviourism theory advocates for grammatical rules,
repetition, and memorization, it fails to identify “how these parts [the grammatical rules and
translations] might be brought together in communication” (Scarino & Liddicoat, 2009, p. 31).
Furthermore, Lightbown and Spada state, “Like first language learners, second language
learners do not learn a language simply through imitation and practise” (2013, p. 41).
Correspondingly, it was not until my time as a high school student, where education seemed to
change into more contextual learning through engaging lessons and dynamic classroom
activities, that my literacy level and language acquisition developed dramatically.
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With competing theories to education, and between Oxford’s publication of Language
Learning Strategies: What Every Teacher Should Know; current and popular TED Talks; and a
plethora of empirical peer-reviewed research articles on innovative and creative methods to teach
literacy and language, literacy and language education are abundant. Janks states, “More
recently, literacy has been defined as a social practice” (2010, p. 2). Therefore, teaching literacy
and language must be interactive, meaningful, and engaging. Janks argues that regardless of the
creative and innovative teaching method used by an educator, literacy and language education
must account for students’ needs and interests, digital literacy, literacy and power issues, and
linguistic and social diversity (2010). It is time for education to critically think and challenge
teaching and learning methodologies to be conscious of learners in the 21st century and their
needs, interests, and diversity.
The Multiliteracies Project
This research project is embedded within Dr. Susan Holloway, University of Windsor,
and Dr. Patricia Gouthro’s, Mount Saint Vincent University, research project entitled
“Multiliteracies for adolescents and adults: Teaching and learning literacy in the 21st century”
funded by a Social Sciences and Humanities Research Council of Canada (SSHRC) Insight
grant. Research sites are in Ontario and Nova Scotia. Dr. Holloway and Dr. Gouthro’s research
aims to advance knowledge on teaching and learning literacy practices, improve digital literacy
among students and teachers, investigate teaching practices that support English language
learners (ELLs), and highlight creative teaching methods that allow students to transfer
knowledge between their classroom setting and community spaces.
My M.Ed. research study draws upon data collected for Dr. Holloway and Dr. Gouthro’s
research study, on which I have been working as a graduate research assistant and contributing to
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the data collection for two years. By drawing from Dr. Holloway and Dr. Gouthro’s research
data, this study aims to focus specifically on the use of sociocultural teaching practices,
multiliteracies, and multimodalities to enhance the teaching and learning of secondary school
and adult learners in classroom settings that acknowledge the importance of technology, and
cultural and linguistic diversity. This master’s research project utilizes data collected from
secondary school teachers and adult educators. The research pool draws upon data from
approximately 6 participants. The nature of the data consists of interview transcriptions, field
observations, and document analysis. This research focuses on using the field observation notes
and document analysis of those participants whose transcripts are used for this smaller study.
Original film footage of teaching and learning, which is another source of data for the larger
project, is not used as part of the data set for my master’s thesis.
I took a course on language acquisition, culture, and society with Dr. Holloway during
my first semester as a master’s student, where I learned about the theory of multiliteracies. I later
attained a research assistantship position with Dr. Holloway to work on The Multiliteracies
Project; thus, forming my dynamic role as research assistant and novice researcher.
My work on The Multiliteracies Project as a graduate research assistant took me to
research sites where education occurs in traditional classrooms and non-traditional learning
spaces such as community centers and natural environments. My role with The Multiliteracies
Project includes conducting field observations, transcribing, and conducting interviews, and
collaborating with the entire Multiliteracies Project research team on The Multiliteracies Project
web platform. Not only has my role as a research assistant been valuable in helping me to
develop research skills and ethics further, but it also allowed me to see innovative, socially
conscious, and engaging teaching and learning occurring locally. With education and research
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about education being such collaborative disciplines, the more I read and explore literature, and
the more I see and learn from other teachers, the better researcher and teacher I become.
Research Problem
With various competing theories and educational perspectives tied to pedagogical
practices in the classroom, teachers have a wide range from which to choose for the purpose of
educating learners of diverse backgrounds and learning needs. Teachers’ educational methods
and perspectives depend on their access to these theories and curriculum mandates. Theorists
such as Scarino and Liddicoat (2009) and Shohamy (2006) believe that literacy education and
language acquisition practices are enhanced by social interactions, engagement with language,
and personal and social development connection educational material. Theorists within the field
of multiliteracies (Cope & Kalantzis, 2000; 2009; Gee, 2004; Schreiber, 2015; Zimmerman,
1997), while celebrating educational practices that equip learners for modern social and
economic developments, often focus on the elementary panel of schools and lack pieces of the
conversation that speak to the experiences of adult and secondary school learners. Thus, current
research (Ollerhead, 2019; Pires Pereira, 2020; Santori & Smith, 2018) provides a
comprehensive view of multiliteracies and multimodalities in practice with young learners who
are often at the elementary level. More so, much of the current research conducted in Canadian
classrooms focuses exclusively on elementary classroom communities (Cummins, 2006;
Cummins & Early, 2015; Cummins et al., 2006; Taylor et al., 2008).
Thus, this M.Ed. research study explores the use of multiliteracies and multimodalities
with secondary school and adult educators while also expanding the conversation to include a
comprehensive look into the use of technology in the classroom for literacy education and
language acquisition.
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Response to Traditional Pedagogical Methods
In an exploration of students’ perspectives and conceptions of themselves and their
learning, Williams and Burden (1999) write about contrasting educational theories whereby
learning can either take the shape of transmitting knowledge from educator to learner, or learner
as the center of the teaching and learning. Whether an educator adopts a teaching and learning
perspective that focuses on the interactive, engaging, and diverse methods or a teaching and
learning perspective that focuses on standardized methods, it “will be based upon [their]
particular conception of knowledge (epistemology) and, ultimately, on a particular worldview”
(Williams & Burden, 1999, p. 193). Turuk (2008) concurs and states that education “must be
underpinned by a set of beliefs about the kind of society that is being constructed” (p. 247).
Similarly, Kalantzis et al. (2016) outline four main pedagogical traditions: didactic,
constructivist, functional, and critical. Kalantzis and Cope, two of the founding members of the
New London Group that helped to coin the term “multiliteracies,” argue that while these four
pedagogical traditions are rather divergent from one another, they all have value. Multiliteracies
consists of drawing upon all four of these pedagogical traditions, with teachers using their good
judgement to decide when utilizing each tradition will help them best in developing their
curricular design.
It is important to note that the four main pedagogical traditions mentioned here are the
historical roots of The Knowledge Processes: experiencing, conceptualizing, analyzing, and
applying, all of which will be explained in further detail in later sections of this chapter. The
“knowledge processes” (Kalantzis et al., 2016, p. 85) for didactic pedagogy, being the first and
oldest of the four pedagogical practices, includes a traditional view into literacy education that
encompasses grammatical rules and literary concepts phonetics, and spelling. The second
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literacy pedagogy, authentic pedagogy, is defined by its “child centered or naturalistic learning
approach” (Kalantzis et al., 2016, p. 84).
Authentic pedagogy counters didactic pedagogy because it focuses on reading and
writing processes rather than on the formalities and the formulaic nature of literacy education.
Rather than celebrating the mechanisms of literacy, authentic pedagogy celebrates student
experiences and “immersion in personally meaningful reading and writing experiences”
(Kalantzis, 2016, p. 120).
In response, and as an expansion to holistic reading and learning education, beginning in
the late 20th-century, functional literacy focuses on how various texts “serve different social
purposes” (Kalantzis et al., 2016, p. 84). True to its name, functional literacy allows learners to
question the true nature of the text, its social purpose, and its structure in the way of meeting its
purpose. Under the functional pedagogical approach, learners bridge the gap between literacy
and its “on the page” existence and its social and personal real-life purpose and function. For
example, functional literacy proposes that we provide a disservice to learners if education does
not help them effectively decode and use practical, everyday texts such as menus, applications,
bus maps, and billboards.
Critical literacy, being the most modern form of literacy pedagogy, introduces
perspectives that expand functional literacy. Critical literacy allows learners not only to analyze
literacy functionally and socially but also allows learners to design and produce texts of various
modalities to “express [their] identities, interests and perspectives” (Kalantzis et al., 2016, p. 84).
Furthermore, critical literacy asks learners to critique wherein lie the power relationships
embedded within language, for instance, critiquing the diction of a newspaper article. Critical
literacy often makes inquiries about silences and particular ways of framing issues and asks
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learners to find ways to build from their knowledge base of a social justice cause to making
actual changes in society. Kalantzis et al. (2016) have continued to evolve the theory of
multiliteracies through their conceptualizations of what they name as Learning by Design and
The Knowledge Processes, which will be discussed in more depth in the upcoming chapters.
Williams and Burden explore language development and students building their identities
as language learners from a constructivist perspective, and write, “A constructivist perspective
on learning suggests that, far from representing a transmission of knowledge of what is known
into the minds of passively receptive learners, the process of learning is one of active
construction of meaning by each individual learner” (1999, p. 193). In relation to education that
focuses on the active construction of knowledge and meaning and accounts for each learner’s
identity and social and educational needs, Janks (2010) saw the opposite while living and
working in postcolonial South Africa. Janks writes about the divide between education and social
identity. Janks saw schools and communities struggle between English and literacy education
and students’ South African identities and languages. The original New London Group often
quoted Janks’ writing on critical literacy. Janks states, “English is seen as the language of power
and access” (2010, p. 11); therefore, Janks questions how English can be taught in a socially
responsible way in accounting for learners’ diversity.
Given that historically, English-only classrooms were introduced in South Africa for the
explicit purpose of colonizing and oppressing the black South African population by cutting out
their native languages and identities from all institutions and institutional policies, it is no
wonder that English symbolizes the dominance of colonial powers. Janks (2010) writes, “Even
today, African children’s learning and their sense of identity are compromised when they have to
learn through the medium of English” (p. 11). Through the almost exclusive focus on language
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mechanisms and formalities, non-English language speakers lose experiential learning. In part,
compromising the critical aspect of exploring the functionality of language learners’ experiences
and disallowing learners to think about language or produce meaningful pieces critically
disempowers learners and trivializes their lived experiences.
In an effort to write about the importance of digital literacy and how traditional
pedagogical practices may compromise learners’ digital literacy, Cunningham (2000) questions
the role technology will have in affecting literacy. Cunningham (2000) states that with the
modernization and the extensive global use of technology, traditional definitions of literacy
become unfitting of the reality in which people interact with literacy within virtual spaces. For
example, Cunningham (2000) states that traditionalists who define literacy as on-the-paper
reading and writing will need to re-evaluate their definitions to include listening due to
audiobooks’ increase. Cunningham (2000) urges teachers to include such contemporary
definitions of multiple literacies within their teaching practices to equip students with the critical
skills to work, produce, and interact with the currently multifaceted technological world and
accommodate the needs of students who are better able to communicate what they know when
given a greater range of literacy tools to express their ideas and knowledge.
In review, education needs to account for all learners’ engagement where meaningmaking can occur to help students communicate effectively, more freely, and fluidly in the
classroom and their communities. In addition, diverse learners should not have to compromise
between their education and their cultural identities. Moreover, learners living and studying in
the 21st century should not be educated exclusively through traditional education methods that
do not account for the current, fast-paced, technologically advanced, and globally connected
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world. Consequently, this research explores the multiliteracies and sociocultural supports
learners receive through their literacy and language education.
Multiliteracies and Literacy
Multiliteracies as a pedagogical theory and practice define language acquisition
parameters and outline the reasoning behind the need to redefine traditional definitions of
literacy and language learning methods. This section of the chapter examines multiliteracies and
its relationship to language acquisition.
In examining teaching through the theory of multiliteracies, Giampapa affirms, “Schools
are challenged to rethink what forms of literacy to teach and what pedagogical options are most
appropriate to teach a linguistically diverse student body to meet the demands of an Information
Age economy” (2010, p. 408). Information Age economy refers to the global digital connectivity
in its influence on economic development and creation of jobs that require access to and
knowledge in digital technologies (Cummins et al. 2006; Giampapa, 2010). Accordingly, and
while also examining multiliteracies within the Canadian context, Cummins (2006) asks the
question: “To what extent have Canadian schools incorporated notions of multiliteracies into
their curricula and instructions?” (p. 4). Cummins continues to explain his position regarding
educational methods within Canadian schools by recognizing the diversification of literacies and
identities within Canada. Cummins affirms what the modern world looks like by writing, “We
see people negotiating bank machines, chatting or text messaging on cell phones, taking digital
photographs or browsing the world wide web with these same cell phones, or conducting
business on their hand-held Blackberry devices” (2006, p. 4).
Turuk (2008), Williams and Burden (1999), and Cummins (2006) reject notions of
traditional teaching and learning and advocate that schools and teachers of language “expand the
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traditional definitions of literacy beyond the linear text-based reading and writing” (Cummins,
2006, p. 4). When Cummins and Early (2015) used of multiliteracies and sociocultural
perspectives in education in Canada, they focused their research and writing on young learners.
They coined the term “Dual Identity Texts” to refer to literacy and language learning practices
that allow students to share their personal narratives and express multilingually and multimodally
their various identities.
An example of multiliteracies and multimodalities in Canadian schools Cummins and
Early share, comes from a Toronto-bound schoolteacher and one of her elementary school
students. Cummins and Early (2015) focus on Madiha’s, a grade seven student, linguistic
development through bilingual and cross-cultural practices. Madiha works in a group where she
and two of her friends worked to author a Dual Language Identity Text about her travel and
arrival to Canada. To ease Madiha’s anxiety around writing and producing work in English, a
language she had yet to master, Madiha’s English as a Second Language (ESL) teacher
encourages the group to work with multimodalities to produce a visually and linguistically
engaging book.
Moreover, the book was written in both English and Urdu, Madiha’s first language
(referred to as L1) on opposite facing pages as the page is turned in the book allowing for direct
comparison between translations. The final product was multimodal and culturally and
linguistically diverse (2015, p. 17). The success of such an activity highlights a few points. First,
“[Madiha’s] L1, in which all her experiences prior to immigration were encoded, became once
again a tool for learning” (Cummins & Early, 2015, p. 17), rather than a hindrance to learning a
new language. Second, through the scaffolding method of using Madiha’s first language
knowledge, a difficult task became manageable by eliminating any anxiety or stress associated
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with working and producing material in a new language. Cummins and Early state, “anxiety can
distract ELLs [English Language Learners] from paying attention to the linguistic input they
encounter” (2015, p. 15). Moreover, by sharing her experiences with her group, and ultimately
her class, and by engaging in new literacy pedagogy that allowed Madiha to explore new forms
of meaning-making through cross-lingual and bilingual practices, her identity is affirmed. Her
life experiences are celebrated and welcomed into the class environment.
Like Madiha’s experience in authoring a multimodal and bilingual text with her group
members, Taylor et al. (2008) explore the experiences of kindergarten students who “were
supported in collaboratively authoring Dual Language Identity Texts” (p. 269). Similarly, Taylor
et al. focus on examples of kindergarten students’ linguistic development because while Canada
is a proud multicultural and multilingual country, “students’ diverse linguistic capital is rarely
framed or tapped into as valuable forms of literacy” (Taylor et al., 2008, p. 270). Taylor et al.
(2008) explain, “Dual Language Identity Texts, written in English and students’ L1, have been
proposed as an inclusive pedagogical and language learning strategy which is both cognitively
challenging and a forum for student identity investment and recognition” (p. 270). Cummins et
al. (2006) explain the positive feedback students receive when they share their projects with
others: “the identity text then holds a mirror up to students in which their identities are reflected
back in a positive light” (p. 24).
Moreover, in their multimodal and bilingual nature, Dual Language Identity Texts offer
learners and their families a new perspective on literacy education, where their identities, lives,
and experiences are vital to literacy and additional language development. In their article, Taylor
et al. wrote about the Dual Language Identity Text’s digitalization. The texts’ digitalization
allows students to develop digital literacy, which increases their chance to learn and adapt to the
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ever-advancing technological world while also allowing them to share the books with family
members living internationally.
While multiliteracies have proven to be very successful with elementary school learners
in expanding their literacy development by confidence building and classroom community
building through activities that promote critical thinking and give students choice (Cummins et
al., 2006; Cummins, 2006; Cummins & Early, 2015; Cumming-Potvin, 2007; Giampapa, 2010;
Taylor et al., 2008), within current literature, there has been significantly less attention paid to
the teaching and learning of Canadian adolescents and adults using multiliteracies,
multimodalities, and sociocultural pedagogical methods. Moreover, my research does not focus
on cognitive or affective approaches to literacy and language acquisition. Instead, this thesis
focuses on sociocultural and multimodal aspects of literacy and language learning.
Purpose Statement
The purpose of this research study is to explore and analyze the use of multiliteracies,
multimodalities, and sociocultural perspectives as pedagogical practices for the teaching and
learning of secondary school students and adult learners for literacy and second language
acquisition. This research aims to expand the field of knowledge on the use of multiliteracies in
Canadian schools while also exploring technology in the classroom.
Research Questions
This research study aims to answer the following central question:
How does using the theory of multiliteracies impact student experiences across the curriculum
and language acquisition with English language learners (ELLs)?
More specifically, this research aims to answer the following questions:
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1. What do multiliteracies, multimodalities and sociocultural theories of education look like
in literacy and a language acquisition classroom?
2. What role does technology, particularly language acquisition applications like phone
applications dedicated to language learning and online dictionaries, play in an ELL
classroom?
3. What role do cultural diversity and inclusivity play in literacy and second language
acquisition?
Theoretical Framework
This research study explores the teaching and learning of literacy and second language
acquisition with secondary school teachers and adult educators through a sociocultural
perspective and the theory of multiliteracies.
A Sociocultural Perspective
Unlike Chomsky’s (1956) early theories and his development of the innatist perspective
and Skinner’s behaviourist theory of learning, “learning is currently being conceptualized as a
process of knowledge construction, dependent on students’ period knowledge and attuned to the
contexts in which it is situated” (Hausfather, 1996, p. 1-2). Hausfather (1996) reminds readers
that Vygotsky saw education as “central to cognitive development and also an essential
sociocultural activity” (p. 2), where both cognitive and social development are not fixed aspects
of life, but rather, forever evolving. Additionally, Au recognizes Vygotsky’s holistic teaching
approach and states that to teach literacy and language through a social constructivist perspective
is also to pay “attention to the motivational and emotional dimensions of literacy” (Au, 1998, p.
300). While the constructivist perspective focuses on each learner constructing their knowledge
individually (Williams & Burden, 1999), the sociocultural perspective focuses on teaching
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critically while focusing on the learners’ interaction and engagement within the classroom and
the community at large.
In addition, Gee (2008), one of the original members of the New London Group,
expands, “A sociocultural approach places a premium on learners’ experiences, social
participation, use of mediating devices (tools and technologies), and position within various
activity systems and communities of practice” (p. 100). For example, Montero et al. (2014) write
about the language programs often implemented for displaced refugees versus the literacy
programs they require. Rather than merely addressing language needs, educators need to address
mental health needs, develop citizenship, and secure a sense of equality and safety. While
Montero et al. (2014) write about such needs in relation to students identified as refugees, such
needs are also prevalent in students with various social and personal backgrounds and needs.
Recognizing learners’ needs, be it academically, personally, or socially, is vital for holistic and
successful education. Moreover, recognizing potential social needs pertaining to the workforce’s
economic trends and demands is vital to provide students with transferable skills between inclass education and community participation.
Scarino and Liddicoat articulate some of the qualities of sociocultural approaches to
literacy and language learning when they state that “[while] cognitive theories highlight thinking
as it occurs in the mind of the individual, sociocultural theories consider the relationship between
thinking and the social, cultural, historical and institutional context in which it occurs” (2009, p.
26). In Pirbhai-Illich’s (2011) exploration of Indigenous learners’ identities and their experiences
in the classroom, she found the tension that Indigenous learners felt in mainstream classrooms
was alleviated when they were given the opportunity to engage in learning practices that
celebrated their identities and used their life-experiences as an educational tool that enforced
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critical multiliteracies. Therefore, students “gain insights into their own lives through the
application of academic knowledge” (Au, 1998, p. 300). The opposite is also true. Teaching
methods that account for students’ cultural and linguistic backgrounds and teach in a culturally
inclusive way allow students to use and reflect on period knowledge and their lived experiences
as a scaffolding method to learning new ideas and concepts.
In writing about literacy and language education from a sociocultural perspective,
Monchinski (2008) states that literacy and language education is rather personal and often
involves connecting a learner’s life and curriculum material. Monchinski (2008) writes that
literacy and language teaching practices “are contextual, drawn from the everyday lives of
students” (2008, p. 126). Monchinski (2008) expands upon the contextual aspect of literacy and
language learning by referring to Freire’s (1992/2014) conversation with Chilean farmers.
Monchinski (2008) recounts the conversation as an example of generative themes (generative
themes are defined as elements of learners’ production in a learning environment) that may take
place in a classroom setting. Through the conversation with the Chilean farmers who lived with
the acceptance of their social and economic situation, Freire (1992/2014) demonstrated that
individuals must engage in democratic and critically reflective activities and conversations as a
first step to initiating problem-solving practices. Thus, emphasizing that learners’ personal
experiences and social connections are funds of knowledge that aid in the empowerment of
learners when utilized.
Hoff (2013) poses the question, “How abstract is language?” (p. 18). Through the
question, Hoff attempts to explore various means of language acquisition and literacy
development. Moreover, Hoff (2013) recognizes that while young children may learn a language
and use it without fully comprehending its grammatical rules and structures, experiences play a
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big part in their acquisition. Ntelioglou (2011) investigates the use of realia, play, and drama to
engage adult learners in meaningful literacy education and language development. Accordingly,
Ntelioglou and Peterson (2017) emphasize the importance of verbal communication through play
in which learners are free to explore language in action.
Ntelioglou and Peterson (2017) express that learning environments that are inclusive and
interactive become learning spaces that are “rich verbal learning environment[s] for first and
additional language learners” (p. 2). Similarly, Shohamy (2007) calls for educational systems
and methods that see language as something complex, “open, dynamic, energetic, constantly
evolving and personal” (p. 5). In such a case where language is defined as a social practice,
educators, administrators, and policymakers should be socially and culturally conscious of the
design of literacy and language education.
Gee (2004) furthers the argument favouring a sociocultural perspective by outlining
various aspects that distinguish it from traditional education. First, Gee outlines why learning to
read and write is made difficult by low-input, complex, highly technical academic language to
which students are subject. Second, Gee states that language acquisition occurs differently across
socioeconomic levels. Learners who come from a high socioeconomic level acquire language
faster than learners from a low socioeconomic level due to external academic and home support.
Third, Gee argues that schools often teach students how to think about academic subject content
before they properly equip them with the language skills’ needs to read, write, communicate.
Fourth, language needs to be taught within its context. Students need to be able to work and
interact with the language regularly through various activities for proper acquisition to occur.
Fifth, building experiences where students can use their newfound knowledge is a great way to
ensure total understanding and proper acquisition. Gee explains, “People learn (academic or non-
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academic) specialist languages and their concomitant ways of thinking best when they can tie the
words and structures of those languages to experiences they have had” (2004, p. 3). Sixth,
education needs to seek pedagogical methods that account for technological advancements
actively.
Further, not only do schools need to teach to prepare learners for a technologically
advanced world, but they also need to create spaces where equitable education is available to all
learners, regardless of “gender, race, or class” (Gee, 2004, p. 4). Gee envisions an educational
space where these identity markers matter less and where shared interests matter more.
According to Gee (2004), this is where formal educational institutions fail, and popular culture
succeeds. Seventh, and finally, schools must prepare learners “to learn new specialist varieties of
language outside of school, not necessarily connected to academic disciplines, throughout their
lives” (Gee, 2004, p. 4). These features help to more readily identify what schools and adult
learning environments need to consider when trying to embrace a sociocultural perspective to
language learning.
Accordingly, learning must occur within “a supportive, interactive environment”
(Lightbown & Spada, 2018, p. 25). Turuk (2008) affirms, “sociocultural theory assumes that
learning arises not through interaction but in interaction” (p. 248). Equally, in conversation about
literacy and language development, Scarino and Liddicoat (2009) state that “language is not
simply as a body of knowledge to be learned but as a social practice in which to participate” (p.
16). For that reason, language learning must be taught in a way that is “meaningful and relevant
to the individual” (Turuk, 2008, p. 247). Lightbown and Spada (2018) state, “language
acquisition is but one example of the human child’s ability to learn from experience” (p. 24).
Moreover, Scarino and Liddicoat stress that “language is integral to learning in that it is the
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major means by which we make and share meanings with ourselves and with others, and by
which we negotiate social relationships and social value” (2009, p. 27). Therefore, teachers must
teach literacy and language to support building positive social relationships and social values
while advocating for social justice (Haag & Compton, 2014; Hausfather, 1996).
Au’s (1998) empirical study focuses on the literacy achievement gap observed in students
of diverse cultural and linguistic backgrounds in Hawaii. Au finds that it is not the lack of
language proficiency that limits student success, but rather the complication of linguistic
differences, cultural differences, discrimination, inferior education, and various rationales for
schooling (Au, 1998). Au states, “Students have difficulty learning in school because instruction
does not follow their community’s cultural values and standards for behaviour” (Au, 1998, p.
302). In response, and in the process of highlighting various steps needed to bridge the literacy
achievement gap, Au (1998) emphasizes the importance of culturally and linguistically
responsive pedagogical methods. Au (1998) explains that through a social constructivist
approach, learning is seen as the result of “collaborative social accomplishments” (Au, 1998, p.
298), where the relationship between learner, teacher, peers, and family is a prominent one.
Therefore, the teaching and learning of students who are at risk of falling through the
literacy achievement gap are “strengthened by moving from a mainstream orientation to an
orientation toward diversity, giving greater consideration to issues of ethnicity, primary
language, and social class” (Au, 1998, p. 298). Moreover, Au (1998) writes, “Students need to
engage in authentic literacy activities, not activities contrived for practice” (p. 300). Through the
sociocultural perspective, any learning, especially literacy and language learning, is seen as
situated and “continually under development” (Donato & McCormick, 1994, p. 453). Defining
the difference between “contrived” practices and authentic activities pertains to the nuances of
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language learning pedagogical practices and their engagement level. Where contrived practices
involve learning the formalities and mechanisms of language, authentic activities allow learners
to meaningfully engage with the language and its academic, personal, and social characteristics.
For example, in-class activities such as grammar workbooks would be categorized as contrived
practices, while working with realia to teach a target language would be categorized as authentic
activities.
Learning through the sociocultural perspective focuses on implementing meaningful
tasks that allow learners to collaborate with other learners, their educators and families, and
community members while recognizing that their cultural and linguistic diversity are assets
within the classroom environment. Multiliteracies and sociocultural perspectives see the value of
overt instruction to teach about a particular skill or content explicitly but caution against the use
of isolated skill and drill exercises as the dominant or only learning practice used in the
classroom.
The Theory of Multiliteracies
A strong link can be found between sociocultural perspectives of education and the
theory of multiliteracies. Where sociocultural perspectives advocate for social, cultural, and
linguistic diversity in the classroom, and the use of technology, so does the multiliteracies
theory. Additionally, while there is a strong connection and overlap between sociocultural
perspectives and the theory of multiliteracies, multiliteracies also relate closely to
Communicative Language Teaching (CLT) (Banks, 1993; Richards, 2006; Savignon, 2007). In
its emphasis on building comprehensive communication skills while teaching grammar structures
directly, CLT helped solidify the importance of multimodalities in language teaching. CLT
advocates for literacy and language education focus on the “communication of messages and
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meaning” (Spada, 2007, p. 271). I will now turn to a more in-depth discussion of the theory of
multiliteracies.
From various international universities, Cazden, Cope, Cook, Fairclough, Gee, Kalantzis,
Kress, Luke, A., Luke, C., and Michaels came together and formed the original New London
Group (NLG) in 1996. They coined the term “multiliteracies” (NLG, 1996). Thus, developed by
The New London Group (1996), the theory of multiliteracies also advocates for expanding the
definition of literacy to include multiple modes of communication. To explain the development
of the theory of multiliteracies, started in the late 1990s, Cope and Kalantzis state
retrospectively, “The world was changing, the communications environment was changing, and
it seemed to us that to follow these changes, literacy teaching and learning would have to change
as well” (2009, p. 165).
Through the theory of multiliteracies, it becomes vital to address topics such as global
connectivity, cultural and linguistic diversity, and technological advances because they are
relevant to the modern learner’s needs. Through the theory of multiliteracies, “literacy educators
and students must see themselves as active participants in social change; as learners and students
who can be active designers – makers – of social futures” (Cope & Kalantzis, 2000, p. 5).
Through multiliteracies, students gain insights about social phenomena within formal classroom
settings and are equipped to implement societal changes fitting for the world they inhabit. Hence,
the Multiliteracies argument suggests the necessity of an open-ended and flexible,
functional grammar which assists language learners to describe language differences
(cultural, subcultural, regional/national, technical, context-specific, and so on) and the
multimodal channels of meaning now so important to communication. (Cope &
Kalantzis, 2000, p. 4)
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Educational practices need to account for the flexibility of language in everyday life and need to
implement literacy and language education to reflect the various modes of meaning and
communication that learners interact with regularly.
Multimodalities. Cope and Kalantzis, members of The New London Group, explain
‘multimodalities’ as a term that encompasses “six design elements in the meaning-making
process: those of Linguistic Meaning, Visual Meaning, Audio Meaning, Gestural Meaning, [and]
Spatial Meaning” (2000, p. 5). Later, tactile representation is added to the list of modalities of
meaning (Cope & Kalantzis, 2009, p. 178). These six modalities of meaning and communication
open the boundaries of literacy, where a new world needs new ways of meaning-making and
communicating. Janks expands further on the definition of multimodalities and writes, “literacy
teachers can now capitalize on students’ interests in and fluency with the new technologies to
develop their multi-modal literacies, across a range of media (newspapers, television, internet,
radio, magazines) and modes (visual, spoken, written, gestural)” (2010, p. 17).
The six modes of communication and meaning (See Figure 1.1) are defined and presented
by Cope and Kalantzis (2009) as follows:
•

Written language is identified as encompassing all print and digital texts. By
working through written language, learners may explore or produce a linear
(print) or a non-linear text (digital, online reading).

•

Oral representation includes any recorded or live forms of communication. This
also includes podcasts, radio, or speeches.

•

Visual representations are identified by any print or digital images, and sculpture
and figures.
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•

Audio, similar to oral representations, include listening to live or recorded speech,
music, radio, or podcast recordings.

•

Tactile representations include working with manipulatives and realia, touch
“(temperature, texture, pressure)” (Cope & Kalantzis, 2009, p. 178), and
examining and producing artifacts related to the topic of study.

•

Gestural includes movements of the body and facial expressions. Cope and
Kalantzis explain that next to literacy movements of the body, “gesture is [also]
understood broadly and metaphorically as a physical act of signing (as in “a
gesture to . . .”)” (2009, p. 178).

•

Spatial includes “proximity, spacing, layout, interpersonal distance, territoriality,
architecture/building, streetscapes, cityscapes, and landscape” (Cope & Kalantzis,
2009, p.179).

These definitions help clarify the term “multimodalities” and how these terms might be applied.
When working with multimodalities for meaning and communication, Haag and
Compton (2014) found that “visual, tactile, and auditory activities helped all of us [the authors
and their students] to develop a deeper understanding of one another as well as the academic
content” (p. 135). They state further, “Our engagement in multimodal activities provided context
of life and work at school. Additionally, it opened up opportunities for [the] students to adapt,
collaborate, problem-solve, and become flexible in their own learning” (Haag & Compton, 2014,
p. 135). The aforementioned researchers (Hoff, 2013; Janks, 2010; Ntelioglou, 2011; Turuk,
2008) have expressed the great distinction between arts and crafts in the classroom in contrast to
meaningful activities such as using realia and drama to immerse learners in activities that mimic
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real-life applications. The theory of multiliteracies allows educators to conduct literacy and
language classes in a natural way that encourages social interactions.

Multiliteracies Pedagogy. The New London Group (1996) constructed four major
components to multiliteracies pedagogy: Situated Practise, Overt Instruction, Critical Framing,
and Transformed Practice. According to Cope and Kalantzis (2000), Situated Practise called for
the learners’ total immersion in various experiences. These experiences could be mock
experiences or replications of real-life situations in which students may find themselves.
Overt Instruction included “systemic, analytic, and conscious understanding of Designs
of meaning and Design Processes” (Cope & Kalantzis, 2000, p. 35). Overt Instruction also calls
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on the use of metalanguage. Learners learning about any topic should be working with language
or phrases related to that topic. Overt instruction usually involves explicit instructions or
explanations about certain rules or norms specific to an academic subject area. For instance, if
studying outer space, specific terminology such as “black hole,” “solar system,” or “lift-off”
could help orient learners to the upcoming exploration of these concepts in this unit.
Critical Framing relates to learners thinking about and critically analyzing “the social and
cultural context of particular Designs of Meaning” (Cope & Kalantzis, 2000, p. 35). For
example, learners can think socially and critically about grocery shopping in terms of the grocery
store’s structure, the structure of the lanes, the way people move throughout the store, and
product placement as determined for the purpose of selling to consumers in a North American
context and reflective of these cultural dynamics.
Transformed Practice speaks to the “transfer in meaning-making practices” (Cope &
Kalantzis, 2000, p. 35). Transformed practice is also related to learners critically thinking and
reflecting on their learning in relation to their own “goals and values” (Cope & Kalantzis, 2000,
p. 35).
This model of the multiliteracies pedagogy components assists teaching through a
multiliteracies lens by helping educators frame everyday teaching and learning across the
curriculum and with learners of various age groups.
Later, these four major components to multiliteracies pedagogy were modified and
presented as The Knowledge Processes (See Figure 1.2). The Knowledge Processes encompass
Experiencing, Conceptualizing, Analysing, and Applying (Cope & Kalantzis, 2009; 2016;
Kalantzis & Cope, 2010).
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According to Kalantzis and Cope (2010), Experiencing includes students thinking and reflecting
on what is already known (their life experiences and areas of interest) and what is new (academic
content, new experiences, and observations). Concrete examples of in-class activities that fall
under “experiencing” include culture studies. Culture studies allow students to “research and
share information about their own cultural history” (Herrell & Jordan, 2016, p. 222). Variations
of cultural studies include presenting family portraits, presenting information about groups of
people, cultures, and nations, values, and histories (Herrell & Jordan, 2016, p. 223).
Conceptualizing asks learners to classify and categorize terms and ideas and “connect
terms in concept maps or theories” (Kalantzis & Cope, 2010, p. 208). Examples of in-class
applications of “conceptualizing” include the use of advanced graphic organizers that allow
students to read and map out concepts presented in lessons or reading material and “make
connections between their existing knowledge and the new information” (Herrell & Jordan,
2016, p. 195).
Analyzing includes learners thinking and analyzing connections between pieces of
knowledge logically. Here, learners can think about “cause and effect, structure and function”
(Kalantzis & Cope, 2010, p. 208), as well as think about perspectives and motivations. An
example of how an educator may implement “analyzing” activities in the classroom include
employing Rank Ordering activities. Rank Ordering activities require learners to think critically
about specific problems that require solutions. In groups or individually, learners are asked to
develop possible solutions to various problems, think about cause and effect, and rank each
solution’s expediency (Herrell & Jordan, 2016, p. 152).
Applying asks learners to take their in-class knowledge and apply it in the real world
appropriately. It also asks learners to then “transfer their learning to a different context”
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(Kalantzis & Cope, 2010, p. 208). An example of Applying is providing learners with
opportunities to engage in integrated curriculum projects, during which learners combine
knowledge and skills they gain in various subject areas to “accomplish authentic tasks” (Herrell
& Jordan, 2016, p. 246). For example, students can engage in a project that allows them to build
an island community during which they discuss pieces such as culture, history, music, nutrition
and food, music, geography, and language. Such an interactive project allows learners to apply
the knowledge they have gained across the curriculum into one major project to demonstrate
their learning and understanding, and creativity (Herrell & Jordan, 2016, p. 248-250).
It should be noted that the theory of multiliteracies does not see the modes of
communication and meaning and The Knowledge Processes as steps that must be taken one by
one, but as holistic strategies that are interconnected and interrelated and vital to teaching and
learning of students in the 21st century.
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Importance of the Study
According to Statistics Canada, the Census of Population (2016a) determined that
Canada’s immigrant population made up 21.9% of the total national population. With the large
immigration of individuals making Canada their new home, their literacy and language education
must be a positive and successful experience, whether they are children, adolescents, or adult
learners.
It is also essential that educators be conscious of the diversity within various immigrant
groups regarding their cultural, linguistic, and academic backgrounds. Educators must be aware
that various members of the student population may have had divergent educational experiences,
which will affect their current learning experience within the classroom, such as classroom
behaviour, language learning behaviour and etiquette. However, while the diversity among
learners may be large, diversity must be embraced and seen as an asset in the learning process.
In addition, due to Canada’s highly culturally and linguistically diverse society, educators
must consider and celebrate students’ diverse cultural and linguistic backgrounds. Where a
connection exists between pedagogical methods and broader communities, learners transform
into active members of both the classroom and the broader community (Turuk, 2008; Williams
& Burden, 1999). Moreover, by exploring the use of multiliteracies, multimodalities, and
sociocultural perspective teaching methods, this research study highlights how diversifying
lesson plans and course design to include various multimodal activities, incorporate cultural and
linguistic diversity, and utilize technologies to enhance pedagogy can be beneficial to learners’
classroom experiences.
How This Thesis is Organized
The rest of this master’s thesis is organized in the following format:
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•

Chapter 2: Literature Review outlines foundational and contemporary
literature surrounding studies examining sociocultural aspects of language
learning, and multiliteracies and multimodal pedagogical practices through
Canadian and international studies.

•

Chapter 3: Methodology defines the parameters of this research study. This
research study is conducted and examined using Charmaz’s (2014; 2006)
constructivist grounded theory; thus, this chapter outlines the steps taken to
conduct and analyze interviews, field observations, and document analysis
through a constructivist grounded theory lens.

•

Chapter 4: Findings and Discussion presents the research study’s findings
through interviews, field observations, and document analysis. This chapter
presents teaching pedagogies through a sociocultural and multiliteracies
perspective with adolescents and adult learners. Moreover, this chapter
examines and analyzes in detail insightful aspects of the findings. It also
examines the findings of this research study in relation to other studies
conducted on teaching and learning practices through the theory of
multiliteracies.

•

Chapter 5: Conclusion. This chapter will sum up essential insights from the
research in the context of contemporary research in this field. It also makes
some recommendations for future research.
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CHAPTER 2
Literature Review
Since its inception in 1996 by the New London Group, the theory of multiliteracies has
been explored in various contexts by international researchers in the field of education. While
some international writers focus on how the theory of multiliteracies is used with young and
adult learners, most of these researchers focus on young learners. Indeed, many Canadian
researchers explore the theory of multiliteracies with adolescents and very young learners. This
literature review explores various foundational research into the theory of multiliteracies and
empirical studies that test some of the hypotheses of this theory.
This review will identify major thematic elements identified by Canadian and
international researchers who focus on exploring the theory of multiliteracies across the
curriculum. This chapter explores specific thematic elements such as literacy education and
language acquisition, technology use in the classroom, and code-switching/translanguaging
among multilingual learners, as well as the importance of cultural diversity and inclusion. The
aforementioned thematic elements are the core focus of this master’s thesis. The following
literature review examines in detail foundational and pertinent research in multiliteracies,
multimodalities, and sociocultural perspectives in education while also evaluating and
identifying gaps within the current literature.
Keywords
Keywords and phrases used in the article and book search process are:
•

Multiliteracies and literacy

•

Multimodalities in education

•

Bilingualism and language acquisition

•

Multiliteracies and technology
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When accessing the previously mentioned digital journal archives to compile an article
pool for this literature review, the keywords used for research underwent various refining steps.
The first searches conducted through Google scholar and the various educational journals
featured on the University of Windsor’s Leddy Library’s digital journals’ page and accessed
through their databases included “literacy education,” “second language acquisition,” “codeswitching,” “translanguaging,” and “multiliteracies” as the keywords. Each keyword or phrase
was searched individually.
However, these keywords and phrases yielded an extensive search result where the
articles varied dramatically in subject matter and research topic. Therefore, the keywords had to
be refined further for the second search attempt. The second search attempt used “multiliteracies
and literacy,” “multimodalities in education,” “bilingualism and language acquisition,” and
“multiliteracies and technology.” Much like the first search attempt, each of the keywords and
phrases used in the second search attempt ran through the search engines individually. The
second search attempt yielded much more specific search results related to studies conducted on
the various aspects of teaching and learning through the theory of multiliteracies. Some of these
search results yielded research studies conducted internationally.
Article and Book Search
This literature review’s research pool was compiled by conducting multiple searches using
Google Scholar, Google Books, Scholar’s Portal, Educational Resources Information Center
(ERIC), and Canadian Business and Current Affairs Database (CBCA) through ProQuest,
Project MUSE, and a variety of other digital journal archives and books accessed through my
university’s online library catalogues. The mentioned digital journal archives and search engines
were selected because of digital design in that they are user-friendly, designed to direct
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researchers through detailed and advanced search features such as “since year,” “sort by date,”
“related articles,” and organizing material by title, subject. Most importantly, they provide
novice and student researchers with a myriad of open access peer-reviewed journals and articles.
Additionally, citation count made it very clear to identify which research articles were
foundational and cited previously and predominantly by researchers and which were not.
Moreover, once an article was identified and selected, examining the most relevant articles or
books’ lists of citations was instrumental in locating additional important and related research.
In its connection to Google Books, Google Scholar was instrumental in directing the
research to digital journals and research articles and pertinent and foundational books on the
topic. Working with Google Books to locate relevant publications was made more accessible by
searching for book reviews through digital search engines such as ERIC, CBCA, and ProQuest.
Book reviews were used as a quick assessment of whether to include or exclude the book from
the literature data pool.
A subsequent section in this chapter discusses the article and book selection in more
detail.
Article and Book Selection
Articles selected for this literature review focused on exploring the use of the theory and
pedagogy of multiliteracies in education. While some of the selected research articles explored
the effects, supports, and positives of multiliteracies and multimodalities in general, others
focused more on using multiliteracies in language acquisition classrooms and the relationship
between multiliteracies theory and technology in the classroom. The articles selected to be a part
of this literature review were chosen first based on information presented in the title, abstract,
and headings within each article. The exploration of the title, abstract, and headings was done
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through a quick skim and scan method. Once the articles were selected, another
inclusion/exclusion phase was conducted to determine their inclusion in this literature review.
The second phase included identifying themes and significant findings within each
article. This phase posed the following four questions upon each article selected:
1. How does this article discuss the use of the theory of multiliteracies within a literacy
class?
2. How does this article report about expanding the definition of literacy to include
multiliteracies as outlined by the New London Group (1996) and Cope, Kalantzis, Chan,
and Dalley-Trim (2016)?
3. To what degree does this article explore the use of technology in the classroom?
4. What does this article say about the use of the theory of multiliteracies in language
acquisition learning environments?
The answers to the above questions provided enough information about each article to determine
whether to include it or exclude it from this literature review.
The following literature review introduces three significant themes related to the theory
of multiliteracies, literacy education, and language acquisition: (1) the effects of multiliteracies
on literacy and language education; (2) power, identity, and multiliteracies; (3) technology and
multiliteracies.
This literature review recognizes that there are competing theories within the field of
education. There are opposing views regarding technology use in the classroom, code-switching
as a pedagogical tool for literacy and language acquisition, and views that express the
importance of standardized literacy testing. However, this literature review focuses on studies
and findings that support student achievement in positive teaching and learning environments
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created through multiliteracies pedagogical practices. While the multiliteracies theory expresses
advocacy for technology use, multilingualism and multiculturalism, and multimodalities in the
classroom, it does not devalue more traditional teaching and learning practices. Instead, it aims
to expand literacy definitions to bridge between in-class education and learners’ lived
experiences and global developments to prepare students for life outside of the classroom.
Engaging Minority Language Students through Metalanguage and Multimodalities
Multiliteracies theory provides support for teaching and learning across the curriculum
and linguistically and culturally diverse learners. Through the theory of multiliteracies and
sociocultural perspectives of education, Takeuchi (2015) explores English Language Learners’
(ELLs) participation in a mathematics class in a Canadian school. Takeuchi’s (2015) year-long
study takes place in an inner-city school that hosts “30 different language groups; 23% of the
students were born outside Canada, and for approximately 53% of the students, English was not
the language spoken in their homes” (p. 164-165). Takeuchi (2015) recognizes that the
contemporary world and “schools are becoming multicultural and multilingual with the
influences of globalization” (Takeuchi, 2015, p. 159). Nordin et al. (2013) write that due to
“globalization and technology advancement today [people are more] bilingual rather than
monolingual” (p. 478). In essence, as discussed in chapter 1, the theory of multiliteracies
advocates for multimodal and sociocultural perspectives in educating learners of various age
groups and across the curriculum.
Through the implementation of multimodalities and sociocultural perspectives, education
transforms to being more equitable as it becomes conscious of student identities and the
knowledge and skills they need in order to properly link between in-class learning, communities
at large, and future employment or higher education. These concepts are extensively discussed
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by various researchers in education (Janks, 2010; Scarino & Liddicoat, 2009). Taylor et al.’s
(2008) qualitative case study into “plural belonging” (p. 269) emphasized the importance of
culturally conscious teaching and learning methodologies and their effect on learners’ grasp of
various content-specific literacies. Taylor et al. (2008) share the importance of a curriculum that
understands the difference between providing equal education and equitable education and using
multiliteracies pedagogy in the classroom. Rather than building a curriculum that makes learners
feel inferior to their native English speaker counterparts, Taylor et al. (2008) discuss a particular
school assignment that allowed one participant to produce a “multi-layered autobiographical
book [that] is powerfully positioned in relation to a global vision of all she is, all she can do, all
the communities of her active memory, belonging and participation” (p. 286).
Similarly, equitable education is discussed by Freeman et al. (2019) in their empirical
study on the equality or equitability of online education. Equitable education is conscious of and
adaptive to all learners’ social, economic, cultural, and linguistic differences. As Freeman et al.
(2019) argue, implementing one educational policy or teaching methodology equally among
learners may be equal, but it is not equitable. The most notable difference between equal and
equitable education is that where equal education operated from the perspective that all learners
begin at the same starting point, equitable education recognizes that notion as problematic. Thus,
equitable education advocates that not all learners may receive the same resources because not
all learners need the same support (Freeman et al., 2019). For example, Takeuchi (2015) focuses

on one student’s (Daniel) needs within a math classroom. When Daniel, who is a bilingual

student, was struggling in math class, his teacher implemented code-switching strategies that
allowed Daniel to share his answers in English and in Spanish.
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Additionally, Daniel’s teacher was able to implement multimodal strategies in math to
give Daniel another mode of communication. Daniel found success when he relied on his native
language, where his English was insufficient and used multimodalities to represent certain
mathematical concepts visually. Thus, building an educational environment that offers equitable
opportunities for success for all students must include and encourage students’ multilingual and
multicultural identities.
Accordingly, Giampapa (2010) emphasizes inclusive methodologies that, rather than
merely celebrating diversity, see diversity in the classroom as an asset that can simultaneously
develop critical thinking skills and provide equitable education. The theory of multiliteracies
offers educators and learners the possibilities of such inclusive environments. Previously, as
outlined by Takeuchi (2015), “there was limited language instruction and metalanguage
interaction in content-area classrooms” (p. 161). Metalanguage refers to the specialized language
of each discipline. For example, words like “mass,” “circumference,” and “area” take on
specific, nuanced meanings in the context of mathematics instruction that draws upon numerical
literacy. Where education has focused on grammar, vocabulary, and proper pronunciation,
Cummins and Early (2015) state that it takes “at least five years” (p. 12) for students who do not
speak English as a first or native language to acquire the same level of academic language as
their peers who are native English speakers. Takeuchi (2005) reminds her audience that
sociocultural theory and multimodal educational practices advocate for the education of “the
whole person” (p. 163), and the theory of multiliteracies supports overt instruction in order to
engage students and allow “learners [to] use the appropriate discourses that are required to
participate in particular mathematics practices” (p. 163).
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According to Jaworski et al. (2012), while aspects of metalanguage are the functional
design of language such as its “sounds of language, grammatical structures, differences in word
meanings, [and] intended meaning is utterances” (p. 3), the social construct and meaning of
language are equally important. Similarly, Takeuchi’s (2015) study initially set out to explore
metalanguage through multiliteracies, multimodalities, and sociocultural practices. She reported
that “there were a limited number of metalanguage interactions” (p. 166).
On the other hand, Unsworth (2006), who understands and advocates for the social role
of language and the need for multimodalities in communication as various pathways to meaningmaking, whether it is in the classroom or various communities outside of the classroom (Callow,
2006; Westby, 2010), recognizes that metalanguage, while it does exist extensively in literacy
classes when grammar is taught, does not exist in literacy with the combination of image/text.
More so, Macken-Horarik (2008) states that metalanguage is often challenged by “practices
(diversities and hierarchies),” “texts (student meanings),” “systems (relevant meaning
potentials),” and “repertoires (skills & ‘know how’)” (p. 45). Unsworth (2008) explains further
that “metalanguage gives students and teachers a means of comparing texts, of determining what
semiotic choices were made in constructing particular meanings, what alternatives might have
been chosen, and the effects of particular choices rather than others” (p. 380). Therefore,
according to Macken-Horarik (2008), it is not enough to stop at grammatical instruction where
metalanguage is only “good enough” (p. 45) because it is not representative of the demands of
the 21st century.
Unsworth (2008) explores metalanguage, literacy education, and multimodalities
expansively across various texts and finds that employing multiple “meaning-making systems”
(Unsworth, 2008, p. 381) benefits learners in building more profound critical thinking skills
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when examining the relationship between various modalities. In a detailed analysis of the use of
language and meaning-making, Unsworth (2008) outlines three particular variables that define
language usage. First, language is connected with any particular social activity. Second, language
is connected with the specific relationships between “the people involved in the communication”
(Unsworth, 2008, p. 382). Third, language is directly related to the channel or mode used in and
for communication.
For example, meaning-making involved with Unsworth’s (2008) focus on the
relationship between written text and visual representations include the word “snaaap.”
Unsworth (2008) creates the illustration of “snap” where the design shows “sna” and “aap” set
against each other in a “v” shape to illustrate that the word has actually snapped (p. 391).
Unsworth references Lim (2004) to refer to this representation of the relationship between visual
image and written text as “homospatiality” (p. 391). While it may be a simple illustration, the
representational aspect of the word “snap” aids in building a deeper connection between
modalities and a stronger connection between text and image, transforming a concept into a
concrete entity through the visual representation.
Out of pure frustration and the feeling of inability to do anything to change an
educational system that did very little to accommodate the personal, social, and academic needs
of linguistically and culturally diverse students, Hibbert (2013) writes about what she calls
“industrial schooling” (p. 26). Hibbert (2013) argues strongly against a school system in which
learners feel compelled to “pass,” “echo,” and “mirror” their counterparts, without gaining any
fundamental skills, progressing, or reaching their true capabilities due to lack of institutional
support. In response, Hibbert (2013) set in motion a couple of steps that she believes would be
genuinely beneficial. First, she “abandon[ed] the assigned basal texts provided for ‘weak’

38

students in favour of using authentic literature based on their interests and abilities” (p. 29).
Second, she advocates for and initiates a deeper connection with technology to transform
traditional in-class learning to fit the modern learner’s needs. Hibbert explains that such changes
in delivering a curriculum “challenge[s] developmentalism, the privileging of IQ and particular
ways of knowing and foreground the ‘discursive power’” (2013, p. 30). She argues that such
conscious methodologies cater to developing learners’ ability to understand, negotiate, and
communicate with multimodalities and introduces them to multiple literacies through
technological platforms.
Callow (2006) states that “the practical application of what has been termed ‘new
literacies’ or ‘multiliteracies’ involves students in viewing, creating, and critiquing multimodal
texts” (p. 7). When exploring multiliteracies in schools, Callow (2006), acting in partnership
with the classroom educator to build lesson plans, focuses on visual literacy and metalanguage
with elementary school students in grade six in an Australian school during an election period
occurring simultaneously within the Australian national government and the school for student
government. Callow’s (2006) research is a part of a more extensive research study that works to
improve the quality of education for students who are identified as coming from a low
socioeconomic background and “at risk.”
Callow (2006) explores visual metalanguage and multiliteracies to develop social justice
ethos by teaching students to think critically about various images presented to them during
events like political campaigns, whether those political campaigns are occurring in the country or
the school. Such teaching and learning methodologies where educators engage learners in
concrete, interactive, and multimodal pedagogical practices help develop learners’ engagement
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level, critical thinking skills, critique of visual representations, and visual analysis (Elsner, 2011;
Warner & Dupuy, 2018).
Moreover, as similarly found in other studies, the students’ answers to critical thinking
questions reflected a high level of understanding, reflecting their ability to negotiate the
meanings of specific images and visual representations and their effects (Mirra et al., 2018;
Crafton et al., 2007).
Multiliteracies pedagogical practices centred around visual literacy included the
following components. First, students were learning about the “representational aspect” (Callow,
2006, p. 11), which focused on the action presented in images or photographs. Action is defined
as any movement portrayed by bodily actions or facial expressions of the characters or
individuals represented in the images or photographs (Avgerinou, 2019; Fautley & Savage,
2010). Additionally, Callow mentions that action also includes “representation [that] may be
conceptual or symbolic, without action or movement” (2006, p. 11). Second, students learned
about the “interactive aspect” (Callow, 2006, p. 11), which focused on creating an emotional
relationship between the image and the viewer. Third, the students learned about the
“compositional aspect, which is concerned with the layout and information value among the
visual elements in an image” (Callow, 2006, p. 11).
Callow’s (2006) dynamic research study focuses on the semiotic relationship between
various modalities and notes that using a scaffolding strategy in which learners engage with
multimodalities and their native languages helps learners gain and utilize new-found knowledge
and analyze political campaign posters, pamphlets, and advertisements. Thus, helping learners
develop their critical thinking skills, work through aspects of visual literacy, and demonstrate
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their knowledge and understanding by producing their political pamphlets for their school’s
student body elections.
Lucas et al. (2008) and Sampson (2011) also note the importance of accessing learners’
native language and cultural-based knowledge and utilizing them as scaffolding techniques
within the classroom. Lucas et al. (2008) state that because a classroom encompasses learners
with various levels and knowledge of the language, allowing each to use what they know and
build upon aids in confident literacy and language development. For example, “a strategy that
can be effective with beginning English learners who are literate in their native language is to
allow them to write first drafts in that language” (Lucas et al., 2008, p. 369). To follow, students
can work in collaboration with a print or an electronic dictionary, the teacher, or a peer to
translate the written piece into English. Much like the Dual Language Identity Texts (Cummins
& Early, 2015), a prominent method of teaching learners of diverse native languages includes
supplementing traditionally linear written text for multimodal material.
Sampson (2011) notes that translanguaging “function[s] to maintain a distinction between
metalanguage or procedural concerns and language practice itself” (p. 298). Therefore, Sampson
argues that educators must introduce activities where such switches between L1 and L2 are
natural and beneficial for learners. Sampson (2011) found that implementing classroom practices
that allow students to work across multiple languages and multimodalities is beneficial for
overall academic success, classroom engagement, and language development.
Humphrey’s (2020) research with young, multilingual students in a science classroom
explores the academic supports drawing upon resources that use multimodalities, oral language,
and visual representations in science. The research study comprised multimodal texts created by
the learners, teacher’s evaluative comments, interviews with the educator, and recorded in-class
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observations. When educators understand “that bi/multilingual learners bring their cultural and
social heritage to school tasks” (Humphrey, 2020, p. 9), educators can better create lesson plans
and classroom activities that scaffold learners’ pre-existing and divergent knowledge and skills
to engage them in multimodal lessons. In this research study, learners were observed working
across multimodal platforms to prepare lesson notes with a peer, answer questions and type notes
using a technological device, and insert a visual representation, such as a picture, related to the
lesson topic. Humphrey’s (2020) research study found that the implementation of multimodal
texts and activities helped students understand and use content-specific literacy.
While various research publications (Brown et al., 2010; Tan & McWilliam, 2009)
provide detailed insights on the parameters in which multimodalities and multiliteracies are
utilized, their findings are limited to specific subject areas rather than across the curriculum and
are limited to young learners rather than to the teaching of adolescents and adult learners. Often,
research conducted in multiliteracies, while they report extensively in a very positive manner
concerning literacy, language, and critical thinking, such findings are only somewhat applicable
to adolescent and adult learners due to specific personal, financial, social factors, and traditional
structuring of teaching and learning that reflect the realities of adolescents and adult learners.
Pishol and Kaur’s (2015) international research into multiliteracies, multimodalities, and
reading graphic novels offers excellent insights into teacher and student perspectives regarding
the negotiations between image and text. Pishol and Kaur (2015) conducted qualitative method
research using group participant interviews and journal entries that allowed participants at a
secondary school level to reflect on multimodal pedagogical practices implemented by reading
“‘the graphic novel ‘The Fruitcake Special’” (Pishol and Kaur, 2015, p. 29). Pishol and Kaur
(2015) constructed a research study that examines the use of graphic novels with 24 students in

42

an ESL classroom. One teacher noted that promoting “excitement and motivation in learning
English” (Pishol & Kaur, 2015, p. 36) had dramatically increased among ESL students. The
same educator offered that the reason students displayed such high levels of engagement and
participation was attributed to the combination of written text and visual representations.
Moreover, the visual representations elevated the written text, and students could, as one
teacher stated, “clearly describe and point out interesting events of the story in the class without
much difficulty” (Pishol & Kaur, 2015, p. 36). Hence, the combination of multimodalities allows
students to rely on the images to understand the written text, which became difficult to
understand (Danzak, 2011; Chun, 2009). Similar results were also recorded in Cooper et al.’s
(2013)’s and Hilton et al.’s (2010)’s studies wherein multimodal texts significantly enhanced
literacy education. More specifically, through Hilton et al.’s (2010) exploration of metalanguage,
although specific to disciplinary chemistry literacy, the researchers understand that an “increased
student access to computers in schools and the affordances of digital technologies provide
opportunities for students to use multimedia and visualization software” (p. 187).
Chun (2009) and Sun (2017) explore the use of multiliteracies, multimodalities, and
graphic novels with ESL students to affirm learners’ identities as critical thinkers and promote
social justice and peace education. Silvers et al. (2010) state, “When opportunities are provided
for students to engage in dialogue, there is the potential to take a particular position or talk

about new ways of being in the world.” (p. 401). Silvers et al. (2010) emphasize the importance

of teaching with the consciousness that learners are active agents in various communities;

therefore, linking their in-class knowledge to their lifeworlds is equally essential. Fairclough
(1991) defines lifeworlds as the dynamic and complex interaction between person, culture, and
society and how each one affects and develops the other.
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While Pishol and Kaur (2015) report positively on the use of graphic texts to promote
critical literacy through multimodalities, one of the most prominent findings with which they
conclude is the ability for learners to work across various learning skills that cater to their
learning styles. Additionally, discussions among students allowed them to utilize their prior
knowledge as a scaffolding technique to understand new concepts presented to them through the
multimodal lesson plans and class activities (Pishol & Kaur, 2015). Although these research
studies are positive and advocate for the continuous implementation of multiliteracies and
multimodal teaching and learning practices, many of the research studies do not discuss literacy
education beyond the elementary school level (Rowsell & Kendrick, 2013; Kendrick et al., 2013;
Kendrick & McKay, 2002), which confirms the need for further research into the field of
education through the theory of multiliteracies with secondary school and adult learners.
It is important to note that there is a substantial overlap between thematic elements in
current literature. For example, while this literature review chapter contains a section dedicated
to metalanguage and multimodalities and another section dedicated to translanguaging, these
sections and themes are not necessarily separated in these discussed research studies. In the
literature mentioned above, for example, the researchers might explore metalanguage and
multimodalities with minority language learners who practise translanguaging continuously in
the classroom. Such an overlap is not surprising or uncommon. In fact, it is to be expected
according to the New London Group’s (1996) description and outline of the theory of
multiliteracies as discussed in chapter one of this master’s thesis.
Using Technology for Literacy Education and Language Acquisition
Current research (Anderson, 2018; Michelson & Dupuy, 2014) confirms that affirming
identities and providing multiple means of communication through multimodalities includes
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using technology as a pedagogical tool. Kasper (2000) states that schools and teachers should
“take advantage of the diverse modes of communication made possible by new technologies and
to participate in global learning communities” (p. 96). Accordingly, Selber and Selber (2004)
advocate for “an approach to computer literacy that is both useful and professionally responsible,
a somewhat unusual undertaking considering the binary oppositions so easily found in debates
over the appropriate role of educational institutions in society” (p. 7). Technology can help
engage students in practices that will reflect the out-of-school life they will enter after school and
allow them to gain information and share information at a faster, more profound level (Jacobs,
2012; Jewitt, 2006; Williams, 2009).
With the vast development of technology within the modern world, literacy is also
continuously changing and rapidly. Therefore, being literate in advanced technologies is a
commodity that students need to develop to succeed in their futures. Kasper states, “One who is
literate knows how to gather, analyze, and use information resources to solve problems and make
decisions, as well as how to learn both independently and cooperatively” (2000, p. 96).
Becoming technologically literate and using technology as a multimodal means of
communication for education allows students to develop the previously mentioned skills of
analyzing, problem-solving, and decision-making while also engaging learners in
multimodalities that cater to students’ learning styles and needs (Santori & Smith, 2018; Yelland,
2018).
In research conducted by Kasper (2000), students participated in “task-based, studentcentred, and project-oriented” (p. 100) course work that integrated technology as a pedagogical
method to facilitate the use of multimodal means of learning. Kasper (2000) notes some of the
benefits of utilizing technology and states, “technology provides the means and the motivation
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for students to share resources and discuss their research with an audience outside of the
immediate physical classroom” (p. 102). Technology also can enhance student readership
through hyperlinks that lead students to explore digital texts in a non-linear manner (Kitson et
al., 2007; Pires Pereira, 2020; Yeh, 2018). Thus, students read topics and develop their research
based on interest level and available hyperlinks.
The development of literacy skills due to technological use as a pedagogical resource was
also noted in Pirbhai-Illich’s (2010) research. Both Kasper (2000) and Pirbhai-Illich (2010)
believe that students’ advancement in literacy skills is attributed to their engagement and interest
level when using technology to conduct research, read, and share information. Similarly, Goulah
(2007) believes that technology can aid in language development, form transformative learning
environments, and “cultivate critical multiliteracies” (p. 62). The learners in Goulah’s (2007)
study were asked to participate in a project to create digital video content regarding a politics
unit and an environmental unit. While creating digital videos, much of the conversation between
students centred around various computer functions’ names.
Additionally, students encountered the new language, grammar, reading, and writing
skills while digitally creating, editing, and publishing the videos that situated new language in
concrete examples and situations. Kress (2007) explains that multimodal platforms, like
computers or any technological tablet, enable students to read in a non-linear format where they
discover the meaning of words and terms that they do not know but are related to their topics’
desired outcomes. Working with non-linear texts effectively means learning the meaning behind
new words and terms in a stress-free manner that allows students to develop and submit quality
projects without having their experience hindered by complex language or unknown words and
terms. By clicking on the word or the on-screen command button, learners receive both a
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function demonstration and a definition of the words they do not know. Goulah (2007) writes,
“Making digital videos explicitly facilitated authentic foreign language reading, writing, and
speaking in terms of interfacing and computer operations. Students read and deciphered
computer prompts capture, edit, add text and music too, and save their digital video
uncommercial” (p. 70).
Thus, research confirms that digital literacy and metalanguage associated with
technology serve both academic and leisurely purposes. Borshim et al. (2008) expands further
upon the connection between technology, multiliteracies, and metalanguage and states that the
connection between content learned in a formal classroom setting must reflect learners’ prior
knowledge and the community in which learners live – a place beyond the classroom. Borshim et
al. (2008) provide concrete examples of platforms and uses of technology that have the ability to
build such dynamic connections between metalanguage, multiliteracies, in-class education, and
the larger community. Such platforms and technologies include the “incorporation of social
networking sites, blogs, wikis, podcasts, and discussion forums” (p. 88-89).
Literacy levels and language acquisition are best developed in learning environments that
utilize teaching and learning practice where students’ interests and learning needs are met during
tasks that challenge students by relating in-class learning to the out of school life, and when
learners’ identities are celebrated, welcomed, and used to scaffold information. Hilton et al.
(2010) confirm that “Digital technologies are important learning tools for helping students to
interpret and communicate information multimodally” (p. 186). It is important to note that
multiliteracies theory argues that digital technologies incorporated into pedagogy do not have to
be the most expensive or latest technically innovative gadgets or software programs. Even with
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an old cell phone, students can produce important work that demonstrates their perspectives,
knowledge, and skills in a multimodal format.
Multilingual Learners and Translanguaging in Second Language Classes
Cummins and Early advocate for using a student’s native language to acquire another
because they understand that code-switching has a positive effect in “enrich[ing] both languages”
(2015, p. 15). When it comes to learners using multiple languages in a learning environment or
code-switching, Milroy and Muysken (2011) are great advocates.
Milroy and Muysken (2011) define code-switching as:
[the] alternative use by bilinguals of two or more languages in the same conversation ...
Sometimes switching occurs between the turns of different speakers in the conversation,
sometimes between utterances within a single turn, and sometimes even within a single
utterance. (p. 9)
While Milroy and Muysken’s definition of code-switching focuses on utterances in a
conversation between speakers, code-switching also includes written communication forms.
Many theorists argue against “English only” policies and argue in favour of codeswitching in language development classes during written tasks (Cheng, 2013; Hagg &
Compton, 2014). Gulzar (2010) believes that code-switching gives students a more extensive
range of available language to express their thoughts and emotions freely. His findings highlight
that more than 60% of participants code-switch when “expressing their feelings of pleasure and
displeasure” (Gulzar, 2010, p. 32). Such ability to use two languages to express emotions,
thoughts and ideas in a learning environment creates a “sense of belonging” (Gulzar, 2010, p. 36)
amongst students.
Additionally, Haag and Compton (2014) emphasize that encouraging bilingualism and
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allowing code-switching in literacy and second language development classes can decrease
learners’ anxiety (Balester et al., 2012; Cummins & Early, 2015; McNaughton, 2006; Willis
Allen & Paesani, 2010) by creating a connection between English and the students’ first
languages. It also profoundly affects bridging social and cultural gaps among students and
between students and teachers (p. 142). Correspondingly, Figueroa (2004), who speaks both
Spanish and English fluently (as cited by Díaz-Rico), states, “Unless there is something wrong
with my almost bilingual and very bicultural life, then there is nothing wrong with combining the
two languages I grew up with” (2012, p. 262).
In surveying 45 Malaysian English Language Learners’ attitudes and believes towards
code-switching, Nordin et al. (2013) found that 40% of students code-switched when asking for
instruction clarification, checking feedback, and “discussing assignments, tests, and quizzes” (p.
483). In addition, more than 75% of students believed that code-switching reduced anxiety in a
language acquisition class by removing barriers associated with second language acquisition.
Nordin et al. state, “Code-switching between the mother tongue and second language is regarded
as helping students feel more comfortable while learning” (2013, p. 485). Sampson (2012)
concurs that code-switching, or translanguaging, is a crucial scaffolding technique in language
learning and development to ease learners’ anxiety and increase confidence in the classroom,
accelerating the language learning process. Similarly, through a quantitative research study
where 406 Pakistani English language teachers were surveyed, Gulzar (2010) finds that codeswitching, while 68 percent of teachers and learners code-switch for clarification, more than half
code-switch for socialization purposes in the classroom among all learners.
Noticeably, Sampson (2012) and Gulzar (2010) do not explore code-switching in formal
educational settings beyond pointing out the various categories of why and when the
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phenomenon is reported in language development classrooms. The indication that codeswitching occurs and the description of the categories in which contexts code-switching occurs
does not present much of students’ and educators’ reflections and thoughts who participate and
observe code-switching. This more extensive quantitative study provides insight into how codeswitching is ubiquitous amongst a fairly large number of participants, but a limitation of the
study is that the participants’ thoughts are not explored. Thus, a greater exploration of codeswitching is required to expand current knowledge and include learners’ and educators’ voices
and reflections on code-switching.
While code-switching seems to occur commonly within some second language
acquisition institutions and classes, there is disagreement on whether it does or does not
positively influence second language acquisition (Azlan & Narasuman, 2013; Fennema-Bloom,
2010). Throughout much of the reviewed literature, it is evident that very little research has been
conducted to investigate code switching during writing tasks and purposeful oral communication
tasks. Much of the research conducted (Guzula et al., 2016; Garcia & Kleifgen, 2020; Ollerhead,
2019) focuses on code-switching during transition periods between tasks or to confirm student
understanding of rules, instructions, or target objective communicated during the lesson.
Whether students are code-switching to ask for task clarification, help with identifying an
unknown word, or during informal “small-talk” before or after class time, it is acting as a
resource that students can use if they need help and as a way to create positive social inclusion
and solidarity (Rios & Campos, 2013; Gulzar, 2010).
Brice et al. (1998), in their foundational qualitative research on code-switching among
culturally and linguistically diverse learners in ESL classrooms, found an openness and
acceptance to code-switching among educators teaching at the elementary level with a 30%
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Hispanic/Latino student population. The authors state that while some educators saw the notion
that code-switching was a sign of a deficiency in the language, Brice et al. (1998) argue that
code-switching was a means of collaboration during class assignments among diverse learners.
While finding a balance between code-switching and English is important to increase the time
students spend using English, Brice et al. (1998) state that educators “should regard codeswitching as examples of communicative strategies employed by students” (p. 11). Additionally,
Cruz-Ferreira (2012) argues that code-switching is a means of embracing learners’ diverse
cultures and linguistic abilities; thus, when welcomed into the classroom, it can empower
learners by celebrating their diversities.
Cummins’ (2019) research exploration into translanguaging pedagogy and the
relationship between theory and practice emphasizes the educators’ role and power as
“knowledge generator” in their roles as educators who are aware of research identifying the
power of L1 and the reality of using it pedagogically in the classroom. Fennema-Bloom (2010),
through an ethnographic research study conducted with “three bilingual Mandarin/English
speaking science content teachers” (p. 27), found that teachers exercised their ability to codeswitch to enable ease of communication among learners in the classroom and enhance the
communication between “the teacher, the students, and the text” (p. 32). The results of FennemaBloom’s (2010) study confirm that educators who encourage translanguaging in the classroom
can build deep connections between learners’ cultures, languages, background knowledge, and
content materials. Thus, establishing code-switching and translanguaging are vital scaffolding
techniques to introduce new languages and content material that is natural and supportive of
learners’ social and academic needs. Cummins’ (2019) and Fennema-Bloom’s (2010) research
findings confirm that the benefits of code-switching and translanguaging lie in accordance with
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Garcia and Lin’s (2017) views on the phenomenon. Where translanguaging occurs among
learners and educators, even when some educators may feed into “monoglossic language
ideologies” (Garcia & Lin, 2017, p. 125), it is used as a scaffolding and socializing device.
Translanguaging is distinct in that it is often associated with moving between L1 and L2 to
analyze or produce multimodal learning.
Power, Identity, and Multiliteracies
Where Pishol and Kaur (2015) engage students in lesson activities centred around a
graphic novel to increase student engagement, King’s (2015) research expands beyond that level
of engagement to examine students’ critical thinking skills creating personal graphic texts to
explore “issues of race, ethnicity, postcolonialism, diaspora, and coming-of-age” (p. 3). King
states, “Auto-ethnographic assignments, activities, and course themes that allow students to find
their voice and reflect on their self-identity are important for university students of all
backgrounds and ages” (2015, p. 3). Various research studies (Mills, 2007; Stein & Newfield,
2006; Williams, 2008) note that such a high level of engagement in the classroom that also
enables students to think critically about their worlds and lived experiences and affirms their
identities must be done “within the context of academic analysis of non-mainstream texts” (King,
2015, p. 3). King states that creating learning environments that encourage students to work
through non-mainstream, multimodal texts “helps to create a transformative learning
environment in which young people can grow and develop their own narratives of self-identity
and social change” (2015, p. 4).
Education aims to introduce learners with diverse identities, and diverse learning needs to
different ways of thinking and communicating (Giampapa, 2010; Zhang, 2015); therefore,
education must ensure that “different modes of communication must be used in order to reach
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learners and engage them in this transformational process” (King, 2015 p. 4). King (2015), much
like many empirical researchers (Díaz-Rico, 2012; Duncum, 2004; Cumming‐Potvin, 2007;
Scarino & Liddicoat, 2009; Serafini, 2014), takes on “a social constructivist perspective that
identity is created through interactions with others and reflexive activities” (p. 6). In turn, the
role of identity becomes central in language learning and acquisition. More specifically, King
(2015) critically examines the words and images presented by 19 students who focused on
exploring concepts of identity and diaspora through graphic texts that centred around “identity
and agency” (p. 6). King’s (2015) assessment tool, the student-created graphic novel, addresses
English Language Learners’ needs by being given opportunities to develop bridges between L1
and L2 (Cummins & Early, 2015; Cummins et al., 2006; Taylor et al., 2008).
King (2015) reported on two significant themes that emerged from students’ graphic
texts. The first theme centred around family identities, past experiences, displacement, war, and
fear. However, when these themes were explored and developed, almost all the graphic texts
concluded positively by juxtaposing themes and images of loss with family, new friendships, and
citizenship. Second, students’ understanding and applying multimodalities to create their graphic
texts was the other central theme to emerge from the research. When writing about students’
developing new skills through the multiliteracies assessment, King (2015) first states, “With
graphic narratives, one must read and interpret across the gutters to make connections between
frames” (p. 11). For a deeper understanding and engagement with a graphic text, the writer and
the reader must negotiate the relationships created between the image and the text. Graphic texts
demand the “reading” of the images and the written text (Comer, 2015; Dallacqua et al., 2015; El
Refaie, 2009). King writes, “[Graphic texts] are not read or written in “traditional, linear, cause-
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and-effect” ways; instead, they are multilayered and non-hierarchal and connect the verbal with
the visual” (2015, p. 12).
When students developed their graphic novels, they did so using a variety of different
images. Some were hand-drawn, while others were created digitally or located and printed from
a digital source. Regardless of the source of the image used, however, students demonstrated the
ability to “read” and analyze images and work the ones that helped develop and enhance their
written texts. Some students also used different strategies when working with their images. Some
students selected images that portrayed detail omitted from the written text, while others focused
first on the images and then added text through speech and thought bubbles to help readers
understand the meaning behind the images (King, 2015). King concludes in favour of the graphic
texts because they “allow[ed] students to move beyond the academic literacy discourses and
activities of most university courses to prioritize their own identity and experiences” (2015, p.
17), which also benefited students by allowing them to develop their multiliteracies skills
significantly (King, 2015).
Researching and exploring multiliteracies literature often leads to extensive search results
that focus on identity, power, and language (Hughes et al., 2011; Lotherington, 2003). In their
study, conducted in Saudi Arabia, Alghamdi and El-Hassan (2016) explore multiliteracies
pedagogy in its ability to empower learners, especially language learners. Alghamdi and ElHassan (2016) focus on exploring the supports a multiliteracies pedagogy offers because they
believe in the benefits multiliteracies pedagogy brings within its focus on “the existence of
diverse texts and realities” (p. 420). Diverse texts and realities, in this context, include
broadcasted television programs, social media platforms, digital texts as well as print-based
texts.
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Since the modern world is vastly multimodal, education must become multimodal as well
in order to direct students’ education and to think “towards global knowledge production”
(Alghamdi & El-Hassan, 2016, p. 421). Alghamdi and El-Hassan (2016) find that student
empowerment within a learning environment stems from affirming students’ identities, lived
experiences, and cultural backgrounds. Alghamdi and El-Hassam (2016) argue further that it is
not just the general implementation of multiliteracies pedagogy that empowers learners but also
teaches and learning a second or a foreign language. The Saudi Arabian researchers recognize
that English is the dominant mainstream language globally and acquiring it can significantly and
positively impact a students’ life due to the opportunities knowing English could offer the
learner.
Similarly, Pirbhai-Illich (2010) explores the struggles faced by Indigenous students and
the role schools take in recognizing students’ struggles and offering learning environments that
affirm students’ identities and bridge the gap between in-class education and out-of-class social
experiences. Predominantly, Pirbhai-Illich (2010) questions the role of critical multiliteracies
pedagogy and how adopting multiliteracies practices can engage students in literacy.
Additionally, Pirbhai-Illich questions if critical literacy can offer students struggling within
formal education system support “to construct their identities and understandings of self” (2010,
p. 258). In the early stages of the study, the researcher notes that when the classroom teacher
took students through a written literary piece, given out after-reading comprehension questions,
vocabulary lists and grammar worksheets, the students disengaged, reacted very negatively, and
resisted completing classwork. Realizing that a change needed to occur to better engage students
in the classroom environment and their work, Pirbhai-Illich (2010) communicates to the
classroom teacher who implements a research project that allowed students to engage with
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literacy on a deep and personal level by asking them to interview family members who had
experiences with residential schools. The research project then asked students to present a shortwritten piece using answers from the interviews they conducted.
The research project allowed the classroom teacher and the students to engage in
conversation around crucial social justice topics such as “identity construction, stereotypes, and
racism” (Pirbhai-Illich, 2010, p. 261). In the beginning, when students felt reluctant to engage in
classroom activities and discussions, Pirbhai-Illich (2010) notes “that the passivity and
recalcitrance that teachers see in students could be a form of resistance related to the lack of
power” (p. 262). However, students regained their sense of power when they became involved,
first, with interviewing their family members and, second, with creating a video clip discussing
“taboo topics” (Pirbhai-Illich, 2010, p. 263) at the school and “doing the right thing” (PirbhaiIllich, 2010, p. 263).
Conclusion
The New London Group (1996) advocates for literacy education that is as vast and as
inclusive as real-life communication between people of diverse cultural and linguistic
backgrounds and people who communicate daily in modes that extend beyond written language.
Moreover, the New London Group (1996) advocate for the use of technology in education.
Various international researchers recognize the expanding world of online communication as it is
brought on by the evolution of the Internet. Since its inception, multiliteracies theory has been
internationally researched across the curriculum and various age groups at diverse educational
levels. Currently, important research that has been conducted focuses on all aspects of
multiliteracies and communicates the effectiveness of multimodalities on student engagement,
student identity, and the significant development of language acquisition that accounts for
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student success inside and outside of the classroom. However, more research is needed,
specifically in relation to second language acquisition theory and technology.
Moreover, a great deal of the available research surrounding multiliteracies and
multimodalities is an international research, whereby research conducted in Canadian classrooms
has mainly been limited to young learners at the elementary level. Given that multiliteracies
theory asserts no research study can be replicated at a universal level, that is to say, the local
context must always be taken into account, more research in Canada’s field of multiliteracies
will significantly benefit Canadian education. Additionally, future research in multiliteracies
needs to include learners’ voices and reflections, which research sometimes neglects to include
on learning using various modalities.
While the majority of the literacy discussed in this chapter focuses on the success
elementary school students found learning through a multiliteracies perspective, some studies do
explore multiliteracies in relation to adolescents (Heydon, 2007; Heydon & O'Neill, 2014;
Wilmot et al., 2013). Additionally, other Canadian researchers, although limited, have focused
on adult in particular such as (Hughes & Morrison, 2014; Robertson et al. 2012; Stagg Peterson,
2012). Future research needs to focus on high school students and adult learners participating in
multiliteracies in second language acquisition classes to bridge the gap between theory and
practice. Additionally, future research in multiliteracies needs to include learners’ voices and
reflection, which research often neglects to include, on learning using various modalities.
This literature review chapter serves to help situate this master’s thesis research study
within the broader context of existing studies within the field of multiliteracies. My thesis will
contribute a small piece to the larger body of well-established research that has been
foundational to multiliteracies theory and the continued further development of this theoretical
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framework and pedagogical practice through collaborative and innovative research amongst
scholars and educators. The next chapter will focus on this master’s thesis’s findings, laying out
some of the significant themes and providing evidence from various research data sources.
The next chapter will focus on this master’s thesis’s methodology and methods as well as
overview the research design.
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CHAPTER 3
Methodology
The methodology chapter provides a detailed and clear outline of the methods used to
collect and analyze data for “Multiliteracies for adolescents and adults: Teaching and learning
literacy in the 21st century,” referred to as The Multiliteracies Project, conducted by Dr.
Holloway, Principal Investigator, of the University of Windsor, and Dr. Gouthro, CoInvestigator, of Mount Saint Vincent University. The study’s collaborators are superintendent
Dr. Clara Howitt from the Greater Essex County District School Board and Simone Le Gendre,
Curriculum Consultant (STEM) for the Nova Scotia Department of Labour and Advanced
Education. It also outlines my role as a research assistant working on data collection and analysis
for The Multiliteracies Project. As previously mentioned in the introductory chapter, I obtained
Secondary Use of Data clearance. Thus, this chapter outlines The Multiliteracies Project research
design and data collection methods and analysis and how I selected data to build my data pool. It
is important to note, once again, that I have worked as a research assistant on The Multiliteracies
Project ever since its initial stages. While fulfilling my role as a research assistant where I took
part in the data collection, I was also mentored on proper research protocols and methods to
conduct research analysis for the purpose of this master’s thesis.
Research Design
The purpose of this master’s research study is to explore the use of multiliteracies,
multimodalities, and sociocultural perspectives as pedagogical practices with secondary school
teachers and adult educators in literacy education and second language acquisition.
Creswell (2014) states, “In qualitative inquiry, the intent is not to generalize to a
population, but to develop an in-depth exploration of a central phenomenon” (p. 206). In
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accordance, The Multiliteracies Project is a qualitative inquiry into multiliteracies pedagogical
practices in secondary school classrooms and community learning spaces, whether they are
formal or informal learning spaces that are rich in information on the implementation of
multiliteracies. The Multiliteracies Project defines formal learning spaces as educational
institutions such as junior intermediate and secondary schools, while it defines informal learning
spaces as community learning sites such as dance studios, museums, and community-based adult
language learning classes.
This research uses a comparative case study (Stake, 2005) of secondary school
classrooms and community and learning spaces. Moreover, The Multiliteracies Project used
purposive sampling in selecting “individuals and sites to learn or understand the central
phenomenon” (Creswell, 2002, p. 206), which in this case is the exploration of multiliteracies in
action. The Multiliteracies Project explores multiliteracies and multimodalities with teachers and
students in grades seven to twelve across various content areas. The research study also focuses
on educators and adult learners who engage in various learning spaces within the community.
The Multiliteracies Project obtained data through audio recordings, using a ZOOM recorder, of
face-to-face interviews (Maxwell, 2008) with adolescent and adult educators, policymakers,
administrators, and teachers and students. The research was also obtained through document
analysis and field observations (Maxwell, 2008; Cummins & Early, 2015). Through a Research
Ethics Board (REB) application for Secondary Data Source, film footage of the classrooms and
adult learning spaces is another source of data for the research.
While data collection is currently placed on hold due to closures and quarantine orders
implemented due to the 2020 Novel Coronavirus (2020-nCoV), sufficient data was collected to
support this master’s thesis and various professional and academic articles. Data collection for
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The Multiliteracies Project resumes as soon as it is deemed safe to do so. The data obtained thus
far from diverse learning spaces such as museums, dance studios, theatres, secondary schools,
environmental conservatories, and adult learning spaces has allowed the researchers of The
Multiliteracies Project to explore a deeper understanding of different modalities. Additionally,
The Multiliteracies Project includes interviews with administrators and policymakers because it
is interested in learning about current supports or barriers for educators and learners.
This master’s research study draws from this multiliteracies research and focuses
specifically on the use of multiliteracies, multimodalities, and sociocultural teaching practices to
enhance the teaching and learning of literacy and English as the target language for English
Language Learners (ELLs) in classroom settings that acknowledge the importance of technology,
multimodalities, and cultural and linguistic diversity.
Throughout my role as a research assistant on The Multiliteracies Project, I enrolled in
graduate courses in my degree that helped me gain a better understanding of proper research
procedures. During this, I began reading further into the theory of multiliteracies to build the
literature pool for the literature review chapter. The steps I took to conduct my literature review
were discussed in chapter two, entitled “Literature Review.” Conducting the literature review
allowed me to read existing literature pertaining to the theory of multiliteracies, multimodalities
in the classroom, literacy education, and multiliteracies in relation to language acquisition.
Exploring existing literature allowed me to learn more about the theoretical framework and how
it has been studied in various classroom settings across the curriculum. It also allowed me to
identify certain limitations in existing literature and research studies, which I discussed in
chapter two. Additionally, exploring the literature review allowed me to identify my research
objectives, as stated in chapter one of this master’s thesis.
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Exercising my dual roles as a research assistant and master’s student researcher, I
conducted field observations, produced field observation notes, sat in on interviews, conducted
interviews, transcribed and translated recorded interviews, and obtained and organized artifacts
for document analysis. Alongside data collection, I engaged in the data coding process outlined
by Charmaz (2006; 2014). Data collection and analysis will be discussed in greater detail in a
subsequent section of this chapter. Finally, after identifying core categories and subcategories
during the coding process, I related research findings to categories and themes identified during
the literature review.
To be clear, within the more extensive study of The Multiliteracies Project thus far, I
have sat in on four interviews, conducted interviews with one adult educator, one secondary
school teacher, and two adult learners. I conducted two of those interviews in Arabic, and for the
transcription process, I translated them into English. I did three to four-hour observations over
three months, seven times in four adult learning spaces. My field notes are part of the data used
by the entire research team. I have transcribed a total of 15 transcripts for the research. I have
helped to organize and upload over 200 artifacts for document analysis.
Participants
With approval from The University of Windsor’s REB and clearance from The Greater
Essex County District School Board, The Multiliteracies Project is conducting research with
secondary school teachers, secondary school students, adult educators, adult learners, school
administrators. This smaller master’s research study draws upon data collected from three adult
educators and three secondary school teachers for a total of six participants.
The data pool is constructed from data collected from six participants who identify as
secondary school teachers and adult educators. Thus, this master’s research project will work
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with data collected from three secondary school teachers and three adult educators. The 6
participants in this study have already given consent and participated in the study.
Participants had the option to pick a pseudonym or maintain their real names as public.
The school board Review Ethics Board required that its participants’ names remain confidential
for all academic writing purposes. Adult educators and learners, however, have the option to
have their identities as public. All efforts are made to disguise any identity markers for
participants who chose for their identities to remain confidential.
During the consent process, participants had the freedom to choose how they would like
to move forward with the research and data collection. The options included: interview (identity
confidential or public); classroom observations (identity confidential or public); document
analysis (identity confidential or public). Table 3.1 outlines each research participant and how
each chose to participate in the research process.
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Table 3.1
Participant Consent Chart
Participant
Name

Interview

Confidential

Towela
Okwudire
Secondary
School
Educator
1
Secondary
School
Educator
2
Secondary
School
Educator
3
Karin
Falconer
Dan
Carpino

Interview
Public
X

Classroom
Observations
Identity
Confidential

Classroom
Observations
Identity
Public

Document
Analysis
Confidential

Teaching
Material
Confidential

X

X

X

X

X

X

X

X

X
X

Document
Analysis
Public

X

X

Does not
Consent
Table 3.1. Participant Consent Chart

Does not
Consent

The participants for this master’s thesis were limited to three adult educators and three
high school teachers to keep the scope manageable, especially since several sources of data for
each of these participants are explored in my master’s thesis. From the six participants identified
in the above table, Table 3.1, I collected data through a face-to-face interview with one of these
adult educators and sat in on an interview for one secondary school educator.
Recruitment
Recruitment of research participants was conducted formally through Listservs and
posters. Emails were sent out to adult educators and secondary school teachers informing them
of the research study. Interested research participants communicated their interest via email or
telephone call. All emails sent and received were done through an email address created
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specifically for The Multiliteracies Project. Interested participants were re-contacted with
electronic copies of the Letter of Information, the Letter of Consent, and the interview questions.
Moreover, posters were sent out to secondary school educators, informing them of the
research study and providing them with contact information. See Figure 3.1 for an example of a
poster used during the pilot study and sent out to educators. The SSHRC grant collaborators have
been instrumental in providing institutional Listservs access to facilitate sending targeted emails
and posters as a part of recruitment. Sometimes, for community-based organizations, initial
contact was made by looking up the institution’s public contact information and emailing them to
invite their participation in the study. Where students or adult learners in the larger SSHRC study
have been asked to participate, it has been through their immediate teacher or adult educator with
whom they are studying that they were asked to consider participating in the study.
Additionally, at two different community events, and an academic poster detailing
information about The Multiliteracies Project and the theory of multiliteracies was presented.
Potential participants who interacted with the academic poster were invited to take the principal
investigator’s contact information and directly contact the principal investigator after stating
their interest in participating in the research study.
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Figure 3.1
Participant Recruitment Poster

Figure 3.1. Participant (educators) Recruitment Poster

Site
The larger research is being conducted in Windsor and Essex County as well as Halifax
and Halifax Regional Municipality. Windsor and Halifax provide unique research opportunities
because both cities are not only of similar geographical size, but both metropolitan cities also
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experience the same unemployment average at 13.1, as presented by the “Regional
unemployment rates used the employment Insurance program, three-month moving average”
(Statistics Canada, 2021). Additionally, where Windsor experiences a “percentage of the
population with a mother tongue other than English or French” of 29.7 percent (Statistics
Canada, 2016b), by contrast, Halifax experiences a 3.9 percentage of the population who speak a
native language other than English or French (Statistics Canada, 2016c).
Such a diverse cultural and linguistic population within both Windsor and somewhat
within Halifax allows for a deeper investigation of what contemporary, and culturally responsive
education needs to include to cater and serve better communities at large, especially within
communities facing unemployment challenges. As Mills (2010) writes, education must “foster
productive diversity that acknowledges the multilayered lifeworlds of [all] students” (p. 9).
Therefore, understanding the various dynamic aspects of the research sites, such as linguistic and
cultural diversity and unemployment rates, allows for a deeper understanding of what education
through the theory of multiliteracies, as outlined by The New London Group (1996, 2000) and in
chapter one of this thesis, encompasses and needs to address. My research focuses only on
participants from the Windsor sites to limit my master’s thesis parameters.
Data Collection
I have obtained Secondary Use of Data University of Windsor REB clearance and
permission from Dr. Holloway, my master’s thesis advisor, to examine and analyze the data for
this master’s research study. While there are many aspects to the data collection stage for The
Multiliteracies Project and various consent forms for different data collection methods, this
section of the chapter will only discuss data collection for interviews, document analysis, and
field observations because this master’s research study examines data collected only through

67

interviews, document analysis, and field observations. The data collected that has involved
original film footage in the larger SSHRC project is beyond this master’s thesis’s scope.
Data collected for The Multiliteracies Project research study was created through
qualitative research methods from the perspective of constructivist grounded theory. As Charmaz
(2006; 2014) outlined, constructivist grounded theory is indebted to Glaser and Strauss’s (1967)
foundational work in the conceptualization of grounded theory. Various data collection methods
provide participants with various options to choose how they wish to participate in the study and
to what extent. For example, participants could choose to participate in the interview process but
not document analysis. Alternatively, participants could choose to participate in field
observations but not provide documents for analysis. These various options and participation
levels were built into the Letter of Information and Letter of Consent and communicated clearly
to participants.
This master’s research examines and analyzes data collected through face-to-face
interviews, document analysis, and notes composed during field observation. I provide below a
more detailed explanation of the methods used for data collection.
Interviews
Through the face-to-face semi-structured interview process, participants answered semistructured research questions and controlled their narrative as they shared their own stories,
experiences, and insights and their application of the theory of multiliteracies within educational
environments. In conversation about conducting interviews through the constructivist grounded
theory perspective, Charmaz (2006; 2014) points to how important it is to build a rapport with
participants. Charmaz (2006) states, “One way of respecting our research participants is through
trying to establish rapport with them” (p. 34). Moreover, regarding starting an interview that is
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constructive and yields valuable information and insights, Charmaz (2006) explains that the
interview process should be seen as a “directed interview” (p. 25) where the participant leads the
conversation.
I began all interviews by verbally discussing and explaining the study’s parameters, the
various aspects and sections of the Letter of Information, and Letter of Consent to participants
(which had been sent to participants along with the list of questions in advance via email). After
which, participants were encouraged to ask any clarification questions they may have had
regarding the information on the letters of information and consent. I explained to participants
that all interviews would be audio-recorded using a ZOOM recorder for transcription purposes.
We also obtained audio-recording consent from participants. Additionally, we informed
participants that the interview would also be recorded using a second digital recorder as a backup
to the Zoom audio-recording device. Once the interviews were completed and the audio
recordings transferred from the audio-recording device’s SD card onto One Drive, interviews
recorded on the second digital device were permanently deleted.
All audio recordings of face-to-face interviews were transcribed and member-checked by
all participants. Participants had a chance to edit their transcripts as they saw fit. Usually, they
are offered one month to review the transcript, but if more time is requested, that request was
honoured. At that time, participants could still choose whether they wished to participate in the
research study or not up until they approved the finalized transcript.
Interview questions were organized in various categories directed at different participants
according to their role in education. While all educators were asked the same open-ended
questions, with variations based on their responses or experiences they shared during their
individual interviews, learners, policymakers, and administrators were asked different questions.
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Moreover, during interviews where audio-visual prompts are used as a part of the interviews or
where participants bring in educational materials, participants were asked additional questions
specific to the prompts presented. Asking participants different questions depending on their role
in the field of education allows participants to answer in meaningful ways and to provide
concrete examples that showcase the nature of education at each level, which allows for a deeper
and an enhanced understanding of sociocultural practices and the use of the theory of
multiliteracies across various aspects of the field. Some of the interview questions included:
Teachers and adult educators:
1. How do you bring cultural and linguistic diversity into your teaching? Can you give an
example? Is addressing diversity a social justice issue for you?
2. Does technology play a role in how you teach? Is it an important part of your teaching?
Do you incorporate new and emerging technologies into your teaching?
Adult learners/middle and high school students:
1. Why is lifelong learning important to you? What motivates you to want to learn?
2. What are some of the attributes you look for in an educator that you find inspiring?
Policymakers/administrators:
1. How do you bring cultural and linguistic diversity into education? Can you give an
example?
2. What is involved in taking students to a deeper level in their learning?
During interviews where audio-visual prompts are used as a part of the interview
(audio-visual prompts might be a short excerpt from the participant’s filmed classroom or
learning space):
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1. When you watched this video clip, what are three adjectives that come to mind describing
it? Why?
During interviews where educational material was used:
1. How does this artifact represent something about you as a teacher or a learner?
Document Analysis
According to Charmaz (2014), “documents enter research in multiple ways that reflect
contemporary worlds” (p. 45). For this research study, the research participants’ documents for
analysis consisted of student work, teaching resources, teacher exemplars, and project artifacts.
Participants could choose whether or not they wished to participate in document analysis.
Documents obtained for analysis potentially provide evidence for the practical implementation of
multimodalities through the theory of multiliteracies for various educational objectives and
various learning environments and settings. As defined by Charmaz (2014), documents obtained
for analysis will provide themes and insights to enhance the analysis and insights gained from
interviews and field observations through triangulation or axial coding. Triangulation or axial
coding allows apparent categories and themes from one mode of data collection to be combined
with and examined against all other insights, categories, and themes presented in the other data
collection methods.
Additionally, triangulation and axial coding provide more substantial evidence of the
categories and themes’ validity, which in part provided credibility (Charmaz, 2014; Bowen,
2009). According to Charmaz (2014), axial coding pertains to the development of categories and
subcategories through cross-examination of codes across data collection sets. Charmaz (2014)
writes, “The purposes of axial coding are to sort, synthesize, and organize large amounts of data
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and reassemble them in new ways after open coding” (p. 147). Axial allows for themes to
emerge from large amounts of coded data.
Willing participants who provided documents used for analysis had the freedom to pick
which documents to showcase. Documents provided by participants for analysis were
photographed and then transferred from the SD card onto the University of Windsor’s encrypted
One Drive database to maintain the participants’ confidentiality and to safe keep the documents
provided. While participants showcased the artifacts they wished to enter into the pool of
documents for analysis, explanatory questions (such as who produced this artifact? Why did you
choose it? When was it produced? And other questions about the artifacts’ quality and modalities
present) were asked to arrive at a deeper understanding of how such artifacts were used in the
classroom and to what extent.
Field Observations
According to Charmaz (2014), field observations describe the setting, participants,
patterns of actions, events, and objectives, noting what is deemed most interesting and
noteworthy, and language and its usage.
As Charmaz (2014) encourages, I entered each learning space with open-mindedness,
flexibility, and an eagerness to watch and learn during the field observation sessions. As I
conducted field observations and gathered fieldnotes notes, I did so in a very detailed and
focused manner. Each field observation session began by recording the date, time, place of
observation, and a detailed description of the space. A description of the learning space included
a count of the number of learners present, a physical distribution such as placement of learners’
desks, the placement of the educator’s desk, and general space set up such as the placement of
classroom posters and students’ work.
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Additionally, notes on the learning space included sensory impressions such as sounds
and lighting and intangible elements such as the ambiance in the room. Recording the room’s
ambiance and paying attention to intangibles such as lighting, sounds, furniture in the learning
space was very important in learning spaces identified as non-traditional learning spaces. As
mentioned previously, non-traditional learning spaces are learning environments that are not
formal classroom settings. For example, four learning spaces where field observations took place
were a local theatre during a chamber music concert, a local environmental conservatory
outdoors in the countryside during a second instalment of the same chamber music concert, a
dance studio, and a historical museum. These non-traditional learning spaces offered new
insights into how learning occurs using multimodalities and total learners’ engagement with the
materials and environments.
Furthermore, observation notes included specific words and phrases used by the educator
and learners during the lesson. Specific words and phrases were identified as noteworthy by their
ability to engage learners in a quick Socratic question and answer sequence, remind them to pay
attention to certain aspects of the lesson and lesson activities, and highlighted questions asked by
students to their educator other members of their peer group. Also, observational notes included
a summary of educators’ instructions to learners during the lesson or lesson activities. Noting
any insider language included words and phrases identified as content-specific, which frequently
occurred during field observation sessions in the dance studio and museum, and during the
chamber music concert. Examples of such specific words and phrases and content-specific
literacy will be provided in chapter 4, which outlines this research study’s findings and
discussion. My observations also focused on how the educator used various modalities to engage
learners and might use repetition that layered the sequence of instruction in intriguing ways.
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Both the successes and challenges educators dealt with in the moment (during teaching) were
noted as well.
Field observation notes included my observation notes, and responses to happenings such
as events, conversations, lesson activities were recorded using short phrases and words to assist
with the full development and memo writing after the field observation session. By the end of the
day, while my impressions were still fresh, after each field observation session, I further
developed the notes to include personal reactions, insights, and further questions and points to
focus on in the following observation sessions.
Field observation notes aided in creating categories and identifying themes that emerged
from the interviews and document analysis. Field observations occurred two to four times at
several learning sites where observations compiled up to three to four hours-worth of notes over
the course of two to three months.
Data Management
All data collected for The Multiliteracies Project was stored and organized on One Drive
powered by The University of Windsor, which uses a two-factor authentication upon login.
As stated previously, participants had many options regarding how they wished to
participate in the research study. The Letter of Information and the Letter of Consent both gave
participants options in one or a combination of methods such as an interview, document analysis,
and classroom observations to participate. Participants also have the choice between keeping the
information they share and documents for analysis confidential or public. To ensure all
participant choices were met with confidentiality, two charts were constructed. The first chart
organized all participants according to all the possible ways they could participate in the research
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study and the confidentiality level they wish to maintain. The second chart kept details about
participants and contact dates. These charts were regularly updated and frequently consulted.
Data Analysis
Data collected for this master’s research study is analyzed and examined to answer the
following research questions:
1.What do multiliteracies, multimodalities and sociocultural theories of education look like in
literacy and a language acquisition classroom?
2.What role does technology, particularly language acquisition applications like phone
applications dedicated to language learning and online dictionaries, play in an ELL classroom?
3.What role do code-switching/translanguaging and cultural diversity and inclusion play in
second language acquisition? How is it effective or ineffective in an ELL classroom?
The Multiliteracies Project and this master’s research study draw upon Charmaz’s grounded
constructivist theory in data collections and analysis. Charmaz (2014) states, “grounded theory
methods consist of systematic, yet flexible guidelines for collecting and analyzing qualitative
data” (p. 1). The constructivist grounded theory allows qualitative researchers to collect and
analyze data continuously throughout the data collection stage, “use comparative methods”
(Charmaz, 2014, p. 15), and identify and compare categories that emerge from the data analysis
(Charmaz, 2014).
Moreover, Charmaz (2014) emphasizes that constructivist grounded theory provides a
detailed overview of conducting qualitative research to gather data, crafting interview questions,
data coding, and analysis. Constructivist grounded theory encourages researchers to interact with
the data collected early in the data collection stage rather than wait to explore the data once it has
all been collected. In fact, the constructivist grounded theory allows researchers to begin coding
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their data for categories to enhance the data collection throughout its duration. According to
Charmaz (2014), constructivist grounded theory encourages researchers to move “back and forth
between data and analysis” (p. 1), which will allow researchers to stay connected to the data
collected.
While constructivist grounded theory allows for constant and continuous interaction
between researcher and data collected, there are many other benefits to adopting constructivist
grounded theory in a qualitative study. Constructivist grounded theory “offers a set of general
principles, guidelines, strategies, and heuristic devices rather than formulaic prescriptions” (p. 3),
which allows researchers to balance “focus and flexibility” (Charmaz, 2014, p. 3) because it
encourages researchers to open-mindedly “develop theoretical analyses from the beginning of
the project” (Charmaz, 2014, p. 3).
Thus, when a researcher studies the data as it is obtained, not only can the researcher gain
a greater understanding of “potential analytical ideas” (Charmaz, 2014, p. 3) early, but the
researcher can also reorganize and renegotiate particular phases in the research design or data
collection methods depending on data collected in the early stages of the research study. In
essence, constructivist grounded theory “contains explicit guidelines that show
[researchers] how [they] may proceed” (Charmaz, 2014, p. 3). Moreover, through a constructivist
grounded perspective, Charmaz (2014) provides a framework for gathering data through
interviewing, field observations, and document analysis. Gathering and analyzing data collected
through constructivist grounded theory will be discussed in the following sections of this chapter.
The following Figure 3.2 presents a visual representation of this master’s research design
through constructivist grounded theory, which provides the methodology for this study.
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Figure 3.2
Visual Representation of Research Design

Figure 3.2 Visual Representation of Research Design
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Data Analysis
The data obtained provide themes and patterns of how adolescent students and adult
learners, teachers, and adult educators practically engage in multiliteracies in teaching and
learning literacy, adult education, and second language acquisition. This research study analyzes
data through constructivist grounded theory as outlined by Charmaz (2006; 2014).
Interviews
Through the constructivist grounded theory perspective, transcribed interviews will be
coded using the initial grounded theory coding steps outlined. Charmaz defines coding as
“naming segments of data with a label that simultaneously categorizes, summarizes, and
accounts for each piece of data” (2014, p.111). See Figure 3.3 to view an excerpt example of
coding one of the participant’s transcripts of an interview conducted with an educator who works
with adult learners enrolled in an English language development program.
Charmaz (2006; 2014) recommends coding at a very early stage in the research study and
to continue coding throughout the research as new pieces of data emerge. Coding allows for the
early organization and understanding of the data collected as it is being collected. Therefore, the
more interaction between the researcher and the data, the better a researcher can identify
thematic elements to build categories and subcategories of analysis from the data. Coding begins
by closely examining actions, events, and statements made by participants during the interview
process. Charmaz recommends the “use these categories to sort large batches of data and
simultaneously evaluate the relative usefulness of these tentative categories” (2014, p. 115).
Eventually, once initial coding is complete, focused coding begins and helps clarify potential
categories, after which, during axial coding, categories that have been identified are compared
and examined across the data collected. Charmaz (2014) states, “grounded theorists aim to code
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for possibilities suggested by the data rather than ensuring complete accuracy of the data” (p.
120). Therefore, I approach data collected and coding with an open mind.
Throughout the ongoing process of analyzing our methods, the research team has at times
revised the semi-structured interview questions after listening to some of the initial interviews,
and realizing participants found certain questions a bit hard to follow, or we felt that certain
aspects of their work we had hoped to explore were not being addressed. Also, we realized that,
where possible, it was helpful to translate the questions into Arabic and French and conduct
some of the interviews in participants’ first languages to make the interview process more
accessible. Participants were then given the option around which language in which they would
prefer to be interviewed.
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Figure 3.3
An Excerpt: Coding of a Participant’s Interview Transcript

Figure 3.3. Coding of a Participant’s Interview Transcript

Document Analysis
As stated previously, documents provided by participants for document analysis
consisted of student work, teaching resources, teacher exemplars, and project artifacts. The
content of the documents is coded and analyzed to identify and classify themes and patterns.
Themes, categories, and subcategories identified in the documents during the analysis are crossexamined and compared to the themes, categories, and subcategories identified by analyzing
interview transcripts.
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Document analysis is conducted to provide real-life practices of implementing
multimodalities through the theory of multiliteracies in various educational environments and
settings. Documents are analyzed using a constructivist grounded theory perspective to examine
documents’ intended purpose, how the documents use multimodalities, and to what extent, how
do the documents affect educators and learners, how and why the documents are used (Charmaz,
2014).
Field Notes
Much like interview transcripts are coded to identify themes, categories, and
subcategories within the data collected, field notes are also coded for the same purpose. Field
notes will be compared to interview transcripts and document analysis to enhance the thematic
elements that emerge during the data analysis stage. In instances where field observation occurs,
and I obtain a document for analysis, field notes are used to code and analyze the document
according to how it was used, by whom, and for what purpose. Field notes help provide context
to documents obtained during observation sessions. They are used to enhance the interview
process and provide context to the setting and atmosphere of a learning space where the
observation takes place. Field notes are coded and used to provide a more dynamic analysis of
the research data (Charmaz, 2006; 2014).
Research Bias
According to Smith and Noble (2014), research bias is inevitable at one or multiple
stages of the research and various data collection methods. Research bias disrupts the means of
gathering and analyzing data and disallows researchers from arriving at reliable methods of
gathering and analyzing data. Typical research bias occurs when there is a small sample size and
participants are misrepresented during the study (Smith & Noble, 2014, p. 2).
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When it comes to research bias, Charmaz argues that researcher positionality is a unique
feature in constructivist grounded theory (Charmaz, 2014; 2006) because it allows researchers to
consider their perspective on their research topic. Charmaz (2014) writes, “Their [social
scientists] beliefs in scientific logic, a unitary method, objectivity, and truth legitimized reducing
qualities of human experience to quantifiable variables” (p. 6). Whereas previously, social
scientists applied positivist methods in social research, constructivist grounded theory
“highlights the flexibility of the method and resists mechanical applications” (p. 13) of research
methodologies through the constructivist turn. In essence, Charmaz (2014) argues that personal
and inherent biases affect how one approaches research, making it never a completely objective
process.
This master’s thesis draws upon data collected for The Multiliteracies Project, a research
study on which I worked as a graduate research assistant. This research study collected data from
a fairly wide variety of educators teaching at various learning centers and schools to eliminate
potential research bias. Such various learning environments included museums, art galleries,
theatres, environmental conservatories, and language learning centers. Additionally, the
participants’ pool also included administrators and policymakers within the field of education.
By diversifying the participant pool and the locations at which learning occurred, and data was
gathered, and by diversifying the data collection methods to include interviews, document
analysis, field observations, and visual recording of classroom teaching and learning, and
through triangulation and axial coding, analyzing the data has hopefully helped to maintain its
consistency and reliability throughout the research study.
Moreover, my own research bias may stem from the fact that I am invested and a firm
believer in the theory of multiliteracies and sociocultural perspectives offered by educators and
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learners. While I maintained an extensive reading list and gathered a myriad of reading material
throughout the research process, many of these studies have been written in the positive appraisal
of the theory of multiliteracies and multimodalities, affecting how I study and analyze data
collected for this research study.
Study Delimitations
For this master’s study, delimitations have been put in place to ensure a manageable
scope for this research. The research draws upon data collected from six participants. While the
sample size (three secondary school teachers and three adult educators) of this research provides
the opportunity to deepen analysis and understanding of teaching and learning through a
multiliteracies perspective, this research excluded the voices of secondary school students and
adult learners working with multiliteracies and multimodalities across the curriculum and for
language acquisition.
Moreover, while the research data consists of interview transcripts, document analysis,
and field observation notes, not all participants participate consistently across all three data
collection methods. Therefore, while the data collected may be rich, comparing and contrasting
themes that emerge from coding interview transcripts, coding documents for analysis, and coding
field notes have not always been as smooth because of these variables. This is an outcome of
deciding to allow participants to control the degree to which they wanted to participate in various
sources of data collection.
Conclusion
The purpose of this master’s research study is to explore the use of multiliteracies,
multimodalities, and sociocultural perspectives as pedagogical practices of secondary school
teachers and adult educators in literacy education and second language acquisition in Windsor,
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Ontario. The data has been obtained from diverse learning spaces, including a dance studio,
theatre, secondary schools, environmental conservatories, and second language learning
community centres. Data collected takes the form of field observations, field observation notes,
face-to-face participant interviews, and teaching and learning artifacts and student work for
document analysis. Data is collected and analyzed through constructivist grounded theory as
outlined by Charmaz (2006; 2014). In the Finding and Discussion chapters to follow, the data
will be presented and analyzed in-depth based on this research.
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CHAPTER 4
Findings and Discussion
The purpose of this qualitative case study research was to explore and analyze the
application of multiliteracies, multimodalities, and sociocultural teaching practices for the
teaching and learning of secondary school students and English Language Learners (ELL) adult
learners. In this chapter, entitled “Findings and Discussion,” I present and analytically discuss
the findings gathered from three secondary school educators and three educators working with
adult learners. The presented data were gathered through face-to-face, audio-recorded, and
transcribed interviews, field observations, and document analysis. Data gathered and analyzed
help examine concrete examples and applications of multiliteracies across the curriculum with
diverse educators and learners, answering this research study’s central questions.
Through initial, focused, and axial coding conducted through constructivist grounded
theory, three major themes emerged. The data has been organized and is presented below under
the three major themes, which are: (1) multiliteracies: accessibility and empowerment, (2)
encouraging multimodalities through technology, and (3) diversity and inclusivity.
Multiliteracies: Accessibility and Empowerment
Traditional literacy and language education presented language in a formulaic, almost
mechanical structure. The theory of multiliteracies rejects the sole formulaic presentation of
language as narrow and argues that literacy and language are non-linear and encompass literacies
beyond reading and writing. As the real world combines various modalities (written, oral, visual,
audio, tactile, gestural, and spatial) in communication, teaching and learning through a
multiliteracies perspective can enhance literacy and language education, encourage creativity,
and support accessibility. Making language accessible for learners means providing learners with
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various avenues to communicate, create, and present their knowledge. It ensures that learners
with special needs and learners of diverse linguistic and cultural backgrounds receive equitable
education that supports their learning needs and interests.
At the start of her teaching career, Janks (2010) experienced the divide between what she
thought she was going to teach and the methods she thought she would use and what the school
curriculum demanded. Janks writes, “The ‘language’ curriculum at the time placed a great deal
of emphasis on reading and comprehension, and the writing curriculum included both ‘creative’
and ‘factual’ writing genres” (2010, p. 10). Janks (2010) maintains that curriculum design affects
educational methodology.
Unlike the educational methodology where reading and comprehension are placed at the
forefront of teaching and learning, the following data presents concrete examples of classroom
activities and formal assessments where a combination of multiple modes of communication to
engage secondary school students and ELL adult learners in literacy education and language
acquisition.
Dan Carpino, an advanced English Language Learner (ELL) class educator at The
Multicultural Council of Windsor and Essex County (MCC), engages his ELL adult learners in
active participation using various modalities to teach what is termed by the MCC as the four
competencies (reading, writing, speaking, and listening) associated with language education.
Teaching the four language competencies is a curriculum policy that Dan and other educators at
MCC must implement. The competencies are taught in split sections throughout the day. In the
morning, ELL adult learners focus on reading and writing, and in the afternoon, the learners
focus on speaking and listening. Dan makes the conscious decision to implement multiliteracies
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practices and successfully delivers the Canadian Language Benchmark (CLB) curriculum
multimodally to benefit all learners in their classroom. Dan explains in his interview,
So, in the morning, when we are doing reading and writing, I try not to be so strict in how
they are engaging with those two skills. So, we will do things like reading aloud. I will
show videos that might prompt a topic. We will have discussions on a topic. So, if I
introduce the task at the beginning of the week, we will brainstorm, and that could
happen on paper.
While teaching the curriculum standards of each language competency, Dan combines various
modalities such as audio-visual prompts, visual literacy, written literacy, and oral literacy to
deliver holistic lesson plans and activities to their ELL adult learners.
However, during his interview for The Multiliteracies Project, Dan reflects on his past
experiences learning French as an elementary school student. Dan notes the difference between
how he teaches and recalls the formulaic and almost mechanical nature in which French was
taught in his own childhood elementary school classroom. For Dan, learning French meant that
verbs, tenses, grammatical structures, and rules had to be copied down and memorized.
Elaborating on the idea, he notes,
I remember when I took French lessons in grade school, it was, here are the verb
structures. They got written down, and you learned your tenses, and you plugged in the
verb, and it was conjugated accordingly, and then you said those sentences, and it was
very systematic, almost formulaic. And we did do, I remember in high school with
language learning, we did more projects that were freer, and you could use the language
in a freer way, but a lot of it was grammar-based or translation-based, and I am thinking,
well, that is how I learned it then.
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It was not until his high school year that French education transformed to include what Dan calls
“projects that were freer.”
Dan’s experiences with the memorization and translation pedagogical practices are not an
isolated experience. Dan’s elementary school French education follows methods of teaching and
learning a language that dominated traditional practices. Researchers in the field of language
acquisition, such as Mehrpour and Forutan (2015), and Pinker (1995), write about language in
relation to cognitive science in trying to outline the parameters of language and language
learning definitively. Such parameters often focused on sound systems, language structures, and
exercises that targeted proper grammatical structures and vocabularies. The field of Second
Language Acquisition (SLA) theory continues to focus on this cognitive approach to
understanding the complexities of language learning. Multiliteracies and sociocultural
approaches to language learning contribute to the analysis by drawing attention to the social and
societal dynamics, which are also integral to language learning. While this didactic pedagogy
may be how Dan experienced language education throughout his formal education as a student
learning French, he has not adopted such methods in his classroom as an educator, teaching ELL
adult learners of diverse language, culture, social, and academic backgrounds.
While Dan’s initial experiences with second language acquisition may have been didactic
in nature, it is important to note that cognitive and sociocultural perspectives in SLA are not
antithetical to one another (Zuengler & Miller, 2006). Certainly, they are not antithetical from a
multiliteracies perspective. As it was stated in chapter two of this thesis, the theory of
multiliteracies is dynamic and complex in its outlook on literacy and language acquisition. While
the theory of multiliteracies does places emphasis on experiencing (practice situated in the
experiences of the learner), applying (practice involved in meaning-making and real-world
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applications), and analyzing (practice involving sociocultural perspectives), it also places
emphasis on conceptualizing (practices where instructions are explicit and direct) (Kalantzis et
al., 2016). Bown and White (2012) argue that in the connection between cognitive and
sociocultural practices in SLA, learners can build critical thinking skills in thinking about
language, positively impacting their rate and quality of language acquisition.
Moreover, in Ellis’ (2006) exploration of cognitive practices in SLA, Ellis does not deny
that various “ideas which engage and interlock in a mutually-supportive framework, and whose
interactions, when considered from a dynamic systems viewpoint, throw light on the emergence
of many of the essential phenomena of SLA” (p. 112). Thus, Ellis (2006) recognizes the dynamic
relationship between cognitive and sociocultural perspectives in SLA. Similarly, the theory of
multiliteracies does not view cognitive practices and sociocultural practices as binaries or
polarized viewpoints, but rather, it sees language acquisition as placed on a spectrum where
education moves between authentic learning and overt instruction (Kalantzis et al. 2016).
Through the initial and focused coding stages of Dan’s interview transcript, it became
evident through codes such as “thinking about the practicality of lessons and lesson activities”
and “teaching functional literacy” that Dan recognizes the importance of engaging learners in
language learning practices that focused on the meaningful use of language. Dan actively
engages his ELL adult learners by providing lessons and activities of value in connecting
curriculum material to topics and issues occurring in their social communities.
While Dan does express the importance of directly teaching specific grammatical
structures, he also recognizes that his learners are active members in the classroom and active
members of various other communities outside of the classroom. Dan states, “We are asking for
more involvement, and we are asking for a sharing of the learning experience between teacher
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and student.” Horn (2004) writes, “making school relevant to the experiences of [learners] in the
real world is the only way to ensure that they create meaning of the knowledge they acquire” (p.
6). Accordingly, Dan’s ability to recall and reflect on his own educational experiences and
critically think about and connect past experiences with his current teaching position is key to
maintaining a student-centred learning experience. Thus, rather than a narrow focus and
utilization of teaching practices that emphasize grammar, translation, and memorization, Dan
engages his ELL adult learners in guided conversations that introduce challenging and
controversial social issues through oral discussions.
Challenging and controversial topics expose learners to social issues and topics occurring
in the local and national community, such as Canada’s legalization of marijuana, while also
using their new language skills in meaningful practice. Navenebrahim (2011) emphasizes that
implementing teaching and learning practises through a multiliteracies perspective “challenges
teachers to influence pedagogical strategies where they are challenged to connect real-world
experiences to their classroom contexts” (p. 865). Thus, multiliteracies can serve to empower
learners in the classroom and within the larger community. By engaging his learners in
challenging and controversial topics, Dan emphasizes the importance of mutual respect of
opinion and opposing perspectives in the classroom and the larger community. This is especially
important in a multicultural and diverse country like Canada.
Dan’s, Karin’s, and Participant Two’s engagement of learners in controversial topics of
discussion and allowing them to critically think and comment on various political topics and
social constructs requires the active creation of a safe and supportive classroom environment. It
takes time, effort, and collaboration for an educator to create a safe and supportive classroom
environment where such socially complex conversation can occur. Before conversations and
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dialogue can occur where learners can express their diverse ideas and perspectives on potentially
divisive social issues, educators are required to do a lot of persistent work involving trust
building in order to create a safe and supportive classroom environment. Where challenges may
arise as learners in a classroom or in the school at large may hold and express diverse or
opposing ideas regarding topics such as sexual orientation, gender fluidity, or the legalization of
marijuana, educators need to build an environment where learners feel comfortable sharing their
views and opinions.
According to Thompson and Wheeler (2008), educators can build safe and supportive
learning environments by assessing physical space, emotional support, and social support within
the classroom and the curriculum design because learners are a sum of various physical,
emotional, and social interactions. Thompson and Wheeler (2008) state that for all learners to
actively participate in complex social dialogues in the classroom, “they [students] must feel safe.
Beyond physical safety, the students need to feel that unique, individual differences are accepted
and respected. These differences include diversity in social class, race, ethnicity, and gender” (p.
240). Thompson and Wheeler (2008) provide a concrete example to how safe learning
environments can be created. They suggest, “create a time for a community circle where students
can discuss issues of importance to the group. Students can ask questions and raise issues to the
group, or the teacher can provide a container where students can place anonymous notes
throughout the day” (Thompson & Wheeler, 2008, p. 241). Similarly, Clapper (2010)
emphasizes that educators need to explicitly state the expectations of respectful communication
among members of the classroom. For Dan, Karin, and Participant Two, creating safe and
supportive classrooms develop from collaboration with fellow educators, and expressing their
thoughts around a particular social topic in order to open the conversation.
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It is important to note that Dan shares that his learners hold various future goals. While
some ELL adult learners wish to obtain a certain level in English language acquisition,
“Canadian Language Benchmark (CLB) level 4 or higher,” (“Immigration and Citizenship,”
2019) to be eligible to write the Canadian citizenship test, some wish to enter the workforce, and
others aim to continue higher-level education at whether a college or a university level. Engaging
learners through multiple modes of communication and situating learning practices in real-life
situations allows learners to gain transferable skills and transition smoothly between the
classroom and their communities. Díaz-Rico (2012) states, “Proficiency in a second language
also means becoming a member of the community that uses this language to interact, learn,
conduct business, and love and hate, among other social activities” (p. 78). Dan recognizes that
making language learning accessible and authentic to learners is to empower learners in their
classroom communities and the real world.
Similarly, one secondary school educator, referred to as Participant Three, believes that
traditional teaching methods’ focus on using pen and paper and linear reading and writing
strategies expresses that such practices serve to disenfranchise and disempower students with
diverse and special learning needs. Zammit contends that “traditional English literacy practices
and the production of legitimate texts act as gatekeepers for these disenfranchised students and
amplify the message that school is not a place for them” (2011, p. 203). Participant Three has
extensive experience teaching diverse groups of students across the curriculum. Reflecting on
her teaching experiences, she states,
I learned lots about the brain and sciences over the years, and it just gradually built into
working with students with special learning needs. And how do we get them [students] to

92

show us what they know because a pen and paper is not the vehicle for most students at
that level?
Participant Three notes the various limitations of traditional literacy and language education,
especially for students with special needs and English language learners (ELL). Pen and paper
communication may not be a “vehicle” all students use to create and communicate. Therefore,
Participant Three advocates for providing students with various modes of communication, which
is essential for student success. For example, knowing that communication occurs through
various modalities, Participant Three often provides their students with hands-on learning
experiences and activities.
Making literacy and language education accessible means supporting all learners’ needs.
For Dan, ELL adult educator, and Participant Three, secondary school teacher, accessibility
means diverging away from exclusively using grammar and vocabulary drills and exercises that
require pen and paper. The theory of multiliteracies takes cognitive and overt teaching practices
associated with second language acquisition and expands upon them to include sociocultural
practices and authentic learning practices (Kalantzis et al. 2016). The theory of multiliteracies
also expands the definition of literacy (to include multimodalities) to ensure that various
pathways to success are available to all learners. Thus, ensuring equitable education regardless of
learners’ linguistic and cultural diversity and special needs. Participant Three continues,
“students communicate on different levels, and if English is not their first language, or if
language is a problem, then assessing them just by pen and paper, or even orally is not in their
best interest.” Implementing multimodal teaching and learning practices ensures that learners can
work through a modality that better serves their learning and communication needs and ensures
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that they can demonstrate their learning using the modality, or a combination of modalities, that
best fits their learning needs and communication style.
Otherwise, traditional means of communication will further alienate learners who are
unable to arrive at academic success through traditional reading and writing and formal
assessment practices (Zammit, 2011). At times, non-traditional multimodal approaches to
learning may also successfully scaffold necessary skills and knowledge to allow students greater
success later on with more traditional modes of learning.
Participant Three teaches and assesses students using multiliteracies and multimodalities.
Figure 4.1 displays one secondary school student’s visual representation of William
Shakespeare’s Romeo and Juliet plotline. Drewry et al. (2020) note that “in many educational
settings, decisions about teaching and learning still tend to be rooted in bell-curve thinking and
ability-level developmental norms” (p. 63). By contrast, Participant Three implements inclusive
formal assessments through a multiliteracies perspective. As shown in Figure 4.1, Participant
Three introduced freedom and multimodal options in how students demonstrate their learning
rather than testing secondary school students’ linguistic knowledge and understanding of the
famous Renaissance play. Rather than restricting a classroom of students who are diverse in
language abilities and learning needs to a set of formal assessments like an essay or a formal oral
presentation, Participant Three encourages students to work using the modality that best fits their
learning needs and styles, promoting their success in the classroom.
In the following Figure (Figure 4.1), a secondary school student draws Romeo and
Juliet’s plotline by visually presenting the most crucial plot points. The English literacy student
analyzes various aspects of the play using visual literacy to show the sophistication of the
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drawing in conveying character expressions and motivations, actions and consequences, and the
general plot.
In the first panel of the visual summary of the Shakespearean play, Romeo meets Juliet.
The student presents a visual analysis of the shyness of the first meeting between the characters.
Notice the body language Juliet displays with her head slightly turned away in bashfulness, yet a
smile illuminating her face, and her foot tilted back in glee upon seeing Romeo. In the second
panel, the characters are surrounded by stars, and a heart shaded in two different colours; thus,
portraying the star-crossed lovers’ theme presented in the play. In the third panel, we see Romeo
and Juliet married and alone, just as they were married in secret during the Shakespearean
tragedy. Their bodies are both tilted slightly left as if they are in sync, and they seem spatially
wrapped in an arbour, flowers, and bells. By examining just the first three panels of the visual
representation, one can see the various elements presented by the students that display his
knowledge and deep understanding of the plot and thematic elements. Thus, confirming that
students, through the theory of multiliteracies, are afforded accessibility to literacy and language
education through visual literacy.
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Figure 4.1
Visual Literacy: Plotline of William Shakespeare’s Romeo and Juliet

Figure 4.1 Visual Literacy: Plotline of William Shakespeare’s Romeo and Juliet

Visual literacy may be a modality that serves some students well but may not be a
modality wherein other students feel confident communicating and presenting their ideas.
Accordingly, Participant Three offers an assessment option where written, tactile, and other
modalities work in combination to help another secondary school student present his knowledge
on the setting, plot, and characterization. The following Figure (Figure 4.2) is an example of a
“foldable” presenting characters, theme, and movie plot. Foldables are three-dimensional graphic
organizers used to organize and review information.
The organization of these three-dimensional graphic organizers includes headings, subheadings, short captions, quotations, visual illustrations, bolded, italicized, underlined, and
highlighted words, graphs, and bulleted points, among many other features. A student folds the
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paper in interesting ways that are like little window shudders pulled back by the viewer to reveal
further information when physically opened. Usually, main titles are visible on the main page,
but when the viewer opens that window’s shudders physically with their fingers, more
information is hidden behind, developing ideas alluded to in the title of the foldable window.
Foldables are great multimodal graphic organizers that can be used across the curriculum
and with diverse groups of students. Foldables are examples of visual literacy and kinaesthetic
learning activity that combine various modalities to construct meaning-making practices. This
combination of modalities, such as visual literacy, includes a small written piece, hands-on
manipulation of material to create the foldable, and the negotiation of space when placing each
crafted piece on the larger board.
It is important to note that the combination of modalities does not exist in just the
assessments and the literacy mediums that Participant Three brings into the classroom.
Participant Three spoke avidly about various literacy modalities during the interview session and
defined that literacy includes both written and multimedia formats. Thus, through her curricular
design, students engage in multiple modalities through lesson plans, classroom activities, and
formal assessments. Drewry et al. (2020) write, “Embracing diversity and facilitating equity
requires extending what is usually available to all students” (p. 63). For Participant Three, as a
secondary school educator, it is evident that diversity goes well beyond simply embracing
linguistic, cultural, and special needs in the classroom. Diversity includes diverse teaching
practices and expanded definitions of literacy and education.
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Figure 4.2
Combining Tactile and Written Literacies

Figure 4.2 Combining Tactile and Written Literacies

In his paper, Tan (2009) explores various scenarios during which various theoretical
educational curriculums and policies are tested in formal classroom settings. Some of these
scenarios include using technology across the curriculum and mainstreaming learners of diverse
linguistic backgrounds and language abilities. One of the most significant themes that emerge
from Tan’s research is the commitment educators, learners, and administrative staff had toward
traditional teaching practices. By contrast to Tan’s research subjects, Participant Three
recognizes that different students, especially those with special needs, require holistic
educational strategies where language and literacy are accessible through multiple
communication avenues and platforms. Figure 4.3, shown below, is an example of a formal
assessment that engaged a whole class of students enrolled in the Locally Developed academic
stream in creating a visual representation of the alphabet.
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Previous to this multimodal activity (combining visual literacy and written literacy),
secondary school students in Participant Three’s classroom expressed difficulty learning the
alphabet, verbs, and adjectives that begin with the letters of the alphabet. Rather than engaging
the students in activities that require repetition and memorization, Participant Three encourages
the students to create a classroom dictionary that combines visual and written literacies to learn
and illustrate a wide variety of verbs and adjectives. Participant Three, a firm believer in the
power of multiliteracies, spoke about a variation to the illustrated dictionary during the
interview. Participant Three explains,
we do much drama in that where instead of writing down about, you know, all of the
adjectives that describe something, it is an adjective game where.... we had a ball, and
when you got the ball, you have the next letter of the alphabet, and you had to have an
adjective to describe the ball... from, you know, the next letter of the alphabet.
The critical element in activities such as the one described above is the unique aspect of
teaching language and introducing vocabulary actively rather than passively. Interestingly, the
word “active” here acts as both a descriptor of students actively thinking about different
vocabulary and a descriptor of the physical nature of using a modified ball and throwing it
around the room. Such a simple yet engaging activity allows students to learn the language using
a spatial activity, tactile engagement, and oral and visual communication.
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Figure 4.3
Combining Visual and Written Literacies: A Visual Dictionary

Figure 4.3 Combining Visual and Written Literacies: A Visual Dictionary

Educators must also assess learners in non-linear methods that allow learners to
experiment and work across various modalities. A secondary school teacher, referred to as
Participant One, has developed formal multimodal assessments. Participant One, speaking about
the power of choice and multimodalities in assessments, states, “and they had choice. So, within
that, they could draw, or they could write as long as they were conveying the information.” The
following Figure (Figure 4.4) showcases Participant One’s final assessment: a choice board.
Secondary school students can select a series of three tasks from the choice board presented in
Figure 4.4 to submit as a final formal assessment. Students had the choice between submitting a
variety of visual tasks such as drawing a picture and including a couple of sentences elaborating
upon the picture, creating comic strips representing plot sequence, critically thinking about the
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characters in the novel and posing a few interview questions they would ask the character, and
critically thinking about actions and consequences and imagine the characters’ futures. Since
students must choose one task from each column, they all need to address various aspects of
setting, character, and plot while still having a choice.
Figure 4.4
Multimodal Formal Assessment

Figure 4.4 Multimodal Formal Assessment
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Below, Figure 4.5 is an exemplar of one secondary student’s formal assessment
submission. Looking at the “Final Assessment – Choice Board,” this student chose the second
option from column B. The second option asks the student to focus on one character from the
novel and comment on their personality traits and personality by drawing items in their bedroom.
Initially, the student could complete this task as a visual project or a written project. The student,
who is not a native English speaker and is in the process of developing a higher proficiency level
in English, chose to present a visual representation rather than a written one. Participant One
explains Figure 4.5 in more detail and states,
So, in the character option, they [the student] could choose to imagine that they walked
into the character’s bedroom and what they would find. So instead of describing to me
what the character likes to do, they drew a jersey. So, I know that they like basketball. So,
they have got a trophy, they have got a basketball under the bed. They like working out.
So, they have got the weights here.
Participant One comments on learners’ abilities to communicate and translate their
understanding of the story using visual literacy rather than written literacy. Rather than giving
secondary school literacy students the traditional choice of a written essay commenting on
characterization and literary elements in the story, learners can visually demonstrate their
knowledge of the story’s characters, behaviours, and plot.
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Figure 4.5
Visual Literacy: A Scene Summarized Visually

Figure 4.5 Visual Literacy: A Scene Summarized Visually

The choice board and the secondary school student’s visual representation work to
deepen the communication and the knowledge they can express about the novel and the
character, deepen their engagement with the literature, and affirm their own identity by
validating their communication style. Providing this student with the option to choose a visual
assignment reduces his anxiety and allows him to showcase the knowledge he has gained
throughout the readings without fear of language ability.
Participant One provides a way of empowering students and making literacy and
language education more accessible because students’ knowledge and abilities are enhanced
during classroom activities. Figure 4.6 is one example in which Participant One engaged her
students actively in lesson activities, and literary elements, and plot structure. Students use a
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combination of tactile and visual literacy, physically pick up and move photographs to place
them in the order by predicting which photo displays the introduction, rising action, climax,
falling action, and resolution. After which, the students watched the short video where the story
was told in proper order. From there, students could affirm whether or not their own predictions
were accurate with this follow-up film that provided the correct plotline.
Participant One shows that Anticipation Guides, or as they are often referred to as hook
or introduction activities, can be well thought out, interactive, and multimodal through such an
interactive activity. Participant One states,
And they [students] are just writing events from the story. And then, we talk about what
character trait does that show in the character. So, the dog is tenacious because it won’t
let go of the worm or something like that. And then we would write a sentence. So, let’s
say the dog was tenacious when they would not let go. The student writes on the post-it
notes to create a sentence to analyze a character.
As stated by Participant One, classroom discussions that follow the Anticipation Guide and the
short, animated video help elicit the vocabulary that students will focus on learning to build their
vocabulary list and, thus, language ability. Doing so provides the building blocks for students to
move on to higher-order thinking activities such as composing sentences that utilize the new
vocabulary to analyze characterization. Such an example of a multimodal activity confirms that
even vocabulary lessons and lists can be interactive and engaging to all students. Language
acquisition and literacy education do not have to follow the model of traditional lists provided by
the educator, during which the activities that follow require writing, defining, and using the
words in a sentence and memorization (Savignon, 2007).
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Figure 4.6
Combining Tactile and Visual Literacy: Visual Representation of Plotline

Figure 4.6 Combining Tactile and Visual Literacy: Visual Representation of Plotline

It was revealed across the data collection set that participants were conscious of the
importance of multiliteracies and avidly explored multimodalities for teaching diverse secondary
school students across the curriculum and adult ELLs. Participant Two, a secondary school
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educator, encourages her students to work across multimodalities by giving her students choice
on assessments. In fact, Participant Two sometimes asked students to come up with their own
ideas and implement them across technological platforms to solve various social issues.
Additionally, Karin, an adult educator at the MCC, sees that multiliteracies are essential in
teaching language in real-life contexts that will empower learners to be active in their social and
personal lives to achieve their long-term goals. Karin states that a part of that independence
pertains to learners’ acquiring enough language to be independent. She elaborates, “They can
understand the bus schedule. These things are supported and taught in the class, and most of
them can do them out in the real world.” Moreover, Towela, director of French Lit. and an adult
educator teaching French Second Language (FSL), ensures that all her learners’ education is
interactive and contextualized by implementing lesson plans and activities such as movie nights,
listening to the radio, and reading novels early in the adult learners’ education in the French
language.
Encouraging multimodalities through technology
Modern technology, as it naturally combines multimodalities across its virtual platforms,
encourages the complex combination of multimodalities in class; thus, enhancing learners’
communication and forms of expression during class activities and formal assessments. This
theme emerged throughout all of the data sources in this research study. Current educational and
pedagogical trends need to be conscious of global changes in technology and its use in education,
society, and the workforce. Using technology in a classroom setting, educators advocate for
multimodal teaching and learning; thus, providing learners with new literacies and transferable
skills. Due to its portability and easy access across various devices, technology provides
educators and learners to continue education beyond the classroom.
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In conversation about literacy and language, secondary school educator two, referred to
as Participant Two, states in her interview,
I think multiliteracies goes away from the traditional thinking of literacy as just reading,
writing, oral communication, and it recognizes that there is more to functioning and
learning and being than just that traditional sense of literacy. So, literacy in terms of
digital literacy would play a part in that. Even interdisciplinary literacy and being able to
connect ideas across disciplines; it is all a literacy that students need. So, going beyond
what we traditionally see as literacy.
Participant Two recognizes the importance of expanding the definitions of language and literacy
to include digital literacy and various literacies supported by multimodalities across the
curriculum. Cooper et al. (2013) write, “The construction of knowledge through the production
of digital texts brings a need for information-based literacies” (p. 94). Active interaction with
language and multiple literacies in complex relations to constantly evolving technology aid in
building transferable skills and language abilities among students. Knowing how to recognize
hyperlinks, fonts, images and how to analyze data are essential skills critically. The New London
Group (2002) emphasize, “literacy pedagogy must account for the burgeoning variety of text
forms associated with information” (p. 9).
The power of technology is vast when used across the curriculum and with various
groups of learners. Secondary school educator three, referred to as Participant Two, is an avid
user of technology in the classroom. Participant Two spoke about how she introduced skills in
her technological studies high school class during an interview. She recalls
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so that course dealt with photography, graphic design, photo-editing, and web design. It
is a tech course, so it is a very practical course. And I think what really stood out with
that course is that by the end, I was able to make it interdisciplinary.
Participant Two uses technology to enhance secondary school students’ digital literacies by
engaging them with photo-editing, graphic design, and web design to combine written and visual
literacy and kinaesthetic learning across digital spaces.
Additionally, Participant Two uses technology to fulfil various students’ needs and
enhance classroom activities and assignments while engaging learners in an interdisciplinary
assessment that focuses on digital technology and social justice. She brings technology into the
classroom through such complex activities and using it as a multimodal pathway for creation and
expression by allowing students to explore digital applications and create them. Moreover,
through web platforms pertaining to digital design, Participant Two introduces her students to
language that is specific to digital spaces, such as “server” and “algorithm.” In such a complex
modern society where there is a new web platform and application launching constantly,
Participant Two encourages her students to think and creatively use various platforms to learn
and create critically.
Participant Two creates lesson plans, classroom activities, and assessments that involve
students in interdisciplinary creations that serve a social need; thus, engaging learners in
interdisciplinary learning. Participant Two explains,
Well, right now, my students, my grade 10 computer studies students, are working on
apps that they are... so, throughout the semester, we have been learning different
computing concepts, programming concepts, and now they have to create an app that
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somehow serves a social need. So, they have to identify a social problem or issue and
then create an app that they think will help address that issue.
Participant Two creates assignments that engage students in technology similar to the
applications and web platforms she uses every day. However, where students were once the
consumer of such applications and web platforms, students are transformed from being
consumers to being producers who must actively and critically think about communication
through digital spaces through digital and multimodal assignments.
Participant Two continues,
And I think it is my job as a teacher to prepare them for life as citizens of the community
that they are in, and I try to make sure that whatever I do, whether it be computers or
careers or communications technology, it shows them how best to participate in society.
Cumming-Potvin (2007) writes, “Multiliteracies allow students, schools, and communities to
navigate unprecedented cultural, social, economic, and political changes” (p. 484). It must be
communicated clearly to students that a classroom is a mini-community reflective of a larger
community. What occurs within the classroom community must be tied to the larger community
students will enter after leaving their school environments. Thus, Participant Two does an
excellent service to her students when she introduces lessons and assessments that allow students
to critically examine the world in which they live, learn, comment about social issues, and pose
potential solutions while working across multimodalities within digital technologies. Technical
know-how is only one component in Participant Two’s technological studies course.
Participant Two’s urge to understand the changing world and the challenges students
need to be well prepared for is well-founded on the ideas of Lewis and Fabos (2005), who state,
“new literacies have led to new social practices related to producing, representing, and
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consuming knowledge” (p. 476). According to Lewis and Fabos (2005), education needs to allow
learners to interact with digital technology to gain the necessary language to work and create
within a technologically complex and culturally and linguistically diverse global society. New
literacies is a branch within literacy studies that connects very closely to multiliteracies but is
distinct in its almost exclusive focus on analyzing digital literacies and greater association with
adult education rather than secondary school populations.
Lewis and Fabos (2005) continue, “new literacies have led to new social practices related
to producing, representing, and consuming knowledge” (p. 476). With the ability to work across
various modalities and digital technology, Cooper et al. (2013) recognize the reciprocal
relationship that exists between technology and social relationships. Cooper et al. (2013) write,
“learners need to be competent both technologically and socially to address the reciprocity
between these aspects of the digital world” (p. 94). However, Cooper et al. (2013) do not
mention that working and creating across digital spaces allows learners to develop a digital social
identity and provides them with opportunities to examine social issues from multiple
perspectives critically. The social examination through digital technology is what Participant
Two invites her secondary school students first to report upon and then design digital
applications that aid in solving various social issues apparent in their communities. As it comes
through in her interview, Participant Two understands the changing world and the challenges
students need to be well prepared. Therefore, she allows students to investigate and critically use
multimodalities in combination with digital technology to gain knowledge transferable across the
curriculum, rooted in social topics and issues.
Karin Falconer, a long-time educator with the MCC, actively uses a computer, a
whiteboard, and a projector in her classroom. As noted previously, the CLB curriculum
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implemented at the MCC requires educators to teach and build proficiency in the four
competencies related to language acquisition (readings, writing, listening, and speaking).
However, much like her colleagues at the MCC, Karin recognizes the power of technology in the
classroom and the multimodal pathways it offers in teaching and learning. Karin’s technological
use in the classroom was observed across three observational sessions. The three observational
sessions lasted the whole teaching day, where one observational session lasted six hours, and two
observational sessions lasted for three hours. The observational sessions saw lesson plans and
activities that focused on the four competencies. As mentioned earlier, at the MCC, educators
teach a morning session that focuses on reading and writing and an afternoon session focusing on
listening and speaking.
Karin’s use of technology in the classroom is multimodal and serves a variety of different
purposes. First, Karin uses technology to project worksheets onto the whiteboard using a
projector. This simple working or visual technique through a worksheet with the class eliminates
the daunting task of answering questions on a sheet for a new language learner. Also, when a
worksheet is explored with the learners, it ceases to be a task that is done independently, and it
ceases to be a two-dimensional activity where learners merely work to answer the questions on a
sheet. Two-dimensional activities where learners work from a composition workbook and
classroom worksheets tend to be passive learning experiences where collaboration between the
educator and learners does not exist or is limited.
However, when Karin projects the worksheets on the board, she invites learners to look
up and engage with them in conversation about the worksheet by asking questions to elicit
student responses and write the answers on the whiteboard is projected. Learners then have the
opportunity to communicate interesting points noticed about the worksheet and ask clarification
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questions. The ELLs, too, can go up to the whiteboard and interact with the material by writing
in answers or comments. Thus, the whole process of answering a worksheet in class is
transformed into a more engaging experience. Drewry et al. (2020) state, “digital technologies
can fundamentally change literacy learning environments and provide an important means to
enhancing inclusivity” (p. 70). True to Drewry et al.’s (2020) statement, Karin’s projection of the
worksheet on the whiteboard allows learners to collaborate and engage in conversation about the
work handed to them. At different moments in the class, the adult learners fluidly move between
working as a group, focusing on what is projected on the whiteboard, and then working in pairs
or independently utilizing hard copy handouts.
Below, Figure 4.7 displays a classroom worksheet that comes from a lesson plan focusing
on taking and giving medication. The worksheet presented in Figure 4.7 is a particularly
interesting document because it is multimodal in design, and the instructions and lesson delivery
around the “Activity: How to Take Medicines” was highly multimodal and included technology
use. Figure 4.7 displays a classroom worksheet that engages learners in visual literacy, oral
literacy, and written literacy to teach target vocabulary related to understanding the instructions
on medication bottles. Combining various modalities allows adult learners to visually explore
different instructional pieces and discuss the worksheet orally before writing down their answers.
It was observed that “Karin projects worksheet[s] on the whiteboard and uses an oral
question/answer strategy to elicit from students’ definitions to the underlined words on the
worksheet” (Fieldnotes, January 30, 2020). Furthermore,
Questions are asked and answered to get a quick view of what students know and what
they still have questions about. Students answer these questions by saying the answer
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aloud. They use each other’s points and answers to build from and expand on their own
answers (Fieldnotes, January 30, 2020).
The questions and answer period in which Karin engages her ELL adult learners before
they work independently or in pairs on the same worksheet in hardcopy focuses on the
underlined words. The underlined words are the learners’ target vocabulary and fit into the
lesson objective: reading and understanding instructions for taking and giving medication. Notice
that the underlined words, “morning,” “afternoon,” “evening,” and “night,” are represented on
the worksheet visually by various stages of the sun and the moon in the sky. The worksheet’s
photos also give clues in relation to the words below, such as the image of a woman leaning her
forehead on her fist and bent elbow, her other finger is pressed to her ear, her eyes closed, her
mouth is in a frown, and her shoulders appeared hunched. The vocabulary word below associated
with this photo is “pain.”
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Figure 4.7
Combining Modalities to Teach Real-Life Skills

Figure 4.7 Combining Modalities to Teach Real-Life Skills
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In contexts that involve teaching and learning that involve technology, the question of
identity and knowledge arises. Being conscious of learners’ needs to take knowledge from the
classroom and apply it to their lifeworld (Habbermas, 1994) and vice versa encourages educators
to create and deliver lesson plans and activities that reflect upon these important connections.
Kress contends similarly:
identity seen as the outcome of constant transformative engagement by someone with ‘the
world,’ with a resultant enhancement of their capacities for acting in the world. In that
frame, knowledge is seen not as the outcome of processes regulated by power and
authority but of everyday, entirely banal processes of meaning-making by individuals in
their engagement with the world (2010, p. 174).
According to Kress (2010), identities are built and developed through meaningful social
interactions. Therefore, it can be deduced that it must also advocate for meaningful social
engagement and active participation within the classroom environment for education to be
successful. ELLs develop their identities through using technology and being in online, virtual
environments as well.
Additionally, Kress (2010) denounces authoritative passing down of knowledge and
advocates for affirming identity through social engagement. Thus, education needs to rely on
learner interaction to develop transferable knowledge between the classroom and the larger
society. Within a technologically connected world, social identities are expanded beyond
physical, social interaction to include interaction across digital spaces. In fact, social identities
can be developed through social interactions across digital spaces (Schreiber, 2015).
Accordingly, it becomes necessary for contemporary educational environments to aid learners in
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advancing their technological knowledge and usage to create and communicate using digital
technology.
Karin empowers ELL adult learners by ensuring that in-class language learning is
relevant and transferable to the real world. Thus, lessons and lesson activities such as “How to
Take Medicines” are essential because ELL adult learners are also caregivers to young and
senior individuals. ELL adult learners hold various roles and empowering them by teaching them
a language that they can take and use immediately in their new lives in Canada aids in making
their settlement in their new home an easy and comfortable one.
Towela Okwudire, the Director of French Lit. in Windsor, is an educator who has
experience working with students with various exceptionalities and adult learners. She describes
literacy and language accessibility as teaching using a combination of modalities to engage
learners in the language creatively. Education at French Lit. for adults wanting to learn French is
a unique experience that encompasses various events and activities that introduce language
learning as a cultural experience rather than formulaic and structural.
For example, Towela explains in her interview how multimodalities, cultural
engagement, and technology all play an essential role in teaching and learning a new language.
For instance, Towela teaches oral and auditory literacies by having her adult learners listen
actively to Radio-Canada podcasts. Towela questions, “What do podcasts, what would podcast
creation look like for a learner, a second language learner?” According to Fox (2008), “podcasts
provide a unique repository of authentic oral language materials, an aspect of language teaching
which has often been neglected in the past in favour of text-based activities” (p. 3).
Towela engages her learners through authentic listening and speaking practices through
podcasts and podcast creation, where language is transformed from existing only on paper to
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verbal communication. By encouraging her learners to create their own podcasts, Towela
encourages digital space creations for oral practice. Learners employ their technological
knowledge by recording a short audio piece about a topic of their choice; thus, gaining real-life
practise speaking in their new target language. The other adult educators take a similar approach
at French Lit. Thompson (1996) writes about delaying grammatical practices until learners
interact with a new language to the point where they feel comfortable thinking about
grammatical structures actively and critically. Thompson (1996) maintains that learners “can
contribute by bringing to light what they already in some sense ‘know,’ the unspoken message is
that the process of acquiring the new knowledge is one which takes place inside them and over
which, they have some control” (p. 11). Appropriately, Towela uses podcasts to give her learners
the confidence they need to listen, speak, and produce in French early in the language acquisition
process.
Additionally, when Towela speaks about her rationalizations behind using podcasts with
her French language learners, she claims that her decision goes well beyond multimodal
communication. Towela says,
So, accessibility is what I am talking about. That is really important because to bring
whatever barriers down to make the potential access to information better. So sound, so
speaking aloud. I speak quite loudly, one because I think people will remember things
better, or I will say things strangely for them to capture things. So, there is a little bit of a
theatricality, which is helped again by the technology because I do not have to be the
only voice. So, there might be another authority on a particular point who can speak for
me by the form of a podcast, or by the form of a video or a Ted Talk or whatever. So that
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helps, not being the only authority in that limited space where you are the main authority.
So, there are other authorities.
Towela recognizes that in the classroom, her voice should not be the only voice learners hear.
Towela does not see the role of an educator as being the only person in the room who
holds all the power and knowledge. According to Emaliana (2017), understanding the difference
between a teacher-centred approach versus a student-centred approach is very simple. In a
teacher-centred approach, learners passively receive information, while a student-centred
approach recognizes the teacher as a guide and allows learners to be active agents in the learning
process. Towlea, through the use of multimodalities and technology, leads a student-centred
learning environment where she is not the only authority in the class, and learning stems from
diverse avenues and multimedia.
All six participants in this study use technology and encourage a positive disposition
toward digital literacies within their classrooms and learning spaces. Participant One, a
secondary school educator, utilizes the flexibility of PowerPoint to diversify the lesson to include
multimodal material such as pictures, videos, and questions. Moreover, Participant One also
states that using technology helps build and organize a multimodal lesson plan. It also helps
disseminate the lesson to all students, even if they are absent from class, by uploading the lesson
and its activities online. Thus, technology becomes an asset to accessing quality education.
Additionally, for Karin, an adult ELL educator at the MCC, PowerPoint is an integral
part of teaching oral, visual, and spatial (navigating digital space) literacy. Karin states, “I think
if you are having them just sit at the desk and, here is a paper, here is a pen, fill out this
worksheet, that does not work.” To Karin, English language education does not have to be linear
and structured. In fact, Karin believes that learning can be a creative and fun process. By having
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adult learners explore various aspects of PowerPoint and engage in oral presentations, they can
participate actively in learning by using their new knowledge of the English language because
their education occurs through meaningful practice and social interaction.
To write about the importance of digital literacy and how traditional pedagogical
practices may compromise learners’ digital literacy, Janks (2010) shares an excerpt written by an
adult learner who reflects on an embarrassing situation where they could not use the computer.
Janks (2010) studies and reflects on the expert and writes about a learner’s shame, humiliation,
and, ultimately, disempowerment through the experience of waiting for someone to do
everything for them because they could not operate a computer. Janks writes, “Their sense of
disempowerment is captured when towards the end of the paragraph they say, ‘someone did
everything for us’ and ‘we never thought of going in there again’” (2010, p. 7).
In such a globally connected society, technological competency and access are essential.
Karin’s recognition of the importance of technological ability and access has been an impetus for
her to create a blog site entitled “MCC English Class – CLB 3A (Karin)” (blog site link:
http://mcclabc.blogspot.com/) for their ELL adult learners at the MCC. According to Anderson
and Raisanen (2014), “Blogs allow users to write, read, and comment, and therefore operate in
several dimensions of educational interest–individual self-expression; individual reflection when
reading; collective, [and] reflective dialogue” (p. 174-175).
When using technology in the classroom, Karin acts as a guide and encourages ELL adult
learners to assist and teach one another when using the computers and accessing the blogsite.
During one of the observational visits made to Karin’s class, it was noted that,
Karin has developed a great website that students can access in class or at home. The
website provides links, topics, and posts that serve as an extension to all class topics,
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questions, and activities that students study in class. The website is user-friendly and
allows students to explore all topics in which learners are interested. Karin provides
students with links to various resources to topics they have expressed interest in. The
blog site also contains links to mock Canadian citizenship tests students could use to
practise (Fieldnotes, January 30, 2020).
In addition to links to the Canadian citizenship test and class materials, Karin’s blog site
contains a welcome video, which helps situate new learners enrolling in the class to meet their
new educator, Karin. They can learn more about what they need to learn and the classroom setup
(see Figure 4.8). The blogsite also serves as a compilation of information for adult learners about
the MCC center, CLB skills and maintaining a CLB binder (a collection of all learners’
curriculum material, classwork, and assessments), and a link to the class Facebook page that
Karin operates.
With current 2020-nCoV closures and provincial stay-at-home orders, Karin has
transformed the blog site into a digital classroom. Due to online teaching and learning, the blog
site hosts virtual lessons through pre-recorded videos, the daily schedule, important dates, and a
section resembling a reminder board. Through the online platform resembling so much a
classroom setting but in a virtual environment, Karin can help adult learners navigate the lesson
by watching a video, access live worksheets, and access homework documents (see Figure 4.9).
Live worksheets are similar to worksheets learners would receive in-class during lessons.
However, live worksheets are built to contain visual literacy, written literacy, kinesthetic
learning. Working with a live worksheet, learners can view an image, read the question, and
select the correct answer by clicking on one of the options available to them on the screen. In
addition to lesson materials and instructional videos, Karin uses the blog site to post Zoom links
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that learners use to attend live synchronous classes. Not only is the website allowing learners to
access their education holistically from the comfort and safety of their own homes, but it does so
through dynamic multimodal practices.
Moreover, the blog site currently includes a section called “Health/Medicine,” where
adult learners can find informational links about COVID vaccinations. Karin, well aware of the
various roles adult learners hold in their lives as parents and caregivers, has also created a section
entitled “Parents/Kids,” where there are links to Starfall, a free public service web platform
dedicated to the education of elementary school children by compiling various educational
resources that focus on reading, through play and positive reinforcement. Additionally, Karin’s
blog links adult learners who are parents to Bus Kids, where parents can find information about
local school bus schedules and routes. Extra links include the G1 practice driving test and job
profiles where adult learners interested in obtaining work can learn about various jobs available
to them in their communities and what those jobs entail. Ryu (2011) highlights “that learners
inevitably participated in communities of practice and that the mastery of knowledge and skill
required newcomers to move toward full participation in the sociocultural practices of a
community” (p. 237). Through the class blog site and the links available to learners, Karin assists
adult learners in navigating their new lives in a new country by making their integration into
their new communities easier.
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Figure 4.8
MCC English Class – CLB 3A (Karin): Supporting Virtual Learning

Figure 4.8 MCC English Class – CLB 3A (Karin): Supporting Virtual Learning

Karin is conscious of the importance of bridging the gap between in-class education and
the lives of learners. Education needs to equip learners with transferable skills they can take from
their in-class education into their everyday lives. Karin also understands the importance of
providing learners with easy access to information. Karin's blog site provides learners with
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quality information and easy access to information outside of classroom time, knowing the needs
adult learners may have and the information they may need to access vaccination information or
school bus schedules.
Karin has taken on a leadership role at MCC by assisting her colleagues in setting up
blogs for their classes. Note how she helps her fellow educators to conceptualize the blog content
and format:
So, what I developed was a classroom blog for each classroom, and I would talk with the
teacher. So, “What are you doing in your classroom right now?” And so, if they were
doing something like maybe, at a lower level, learning the parts of the body, so I would
have links on that blog to show videos or to show games to different parts of the body —
interactive ones. And then I would have a worksheet to go with it. So, they would have
something that they could hand into the teacher when they left, a hard copy. And they
would be able to practise at home if they wanted because of the blog address. They could
access that at home if they wanted.
Access, according to Karin, means assisting learners to continue their education outside
of the formal classroom environment. Karin’s blog site allows learners to continue their learning
on their own time and from the comfort of their own homes. It also allows learners to share their
knowledge with people around them and experience non-linear reading. Using blogsites and
technology allows learners to develop a new skill and build technological competency.
Technology in the classroom is a way of putting learners on a path in which the globalized world
is engaging every day. Ferriter (2009) writes, “thousands of accomplished educators are now
writing blogs about teaching and learning, bringing transparency to both the art and the science
of their practice” (p. 34). The utilization of digital technology and the creation of blogs is equally
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helpful to other educators browsing the Internet. Sharing information among educators and
learners becomes more accessible as educators use digital technology to disseminate information
and promote digital literacy among their learners through class blogsites.
The New London Group (1996; 2002) does not believe that technology in the classroom
can benefit learners if the technology is used in the same pedagogical way as a whiteboard or a
chalkboard is traditionally used. Suppose technology is used to simply write lesson material up
on a screen in a similar manner as an educator would write lesson material on a chalkboard. In
that case, technology is not benefiting learners in providing them with multimodal education and
with literacy that is specific to digital usage. Therefore, learners would not be receiving any form
of literacy education that can assist them in interacting within a dynamic and rapidly digitally
advancing global society.
Karin explains the technological set up in her classroom by stating,
So, the projector is on the whiteboard, so it is just a plain... it is not... this one is not a
smartboard that I have here. This one is just a whiteboard. But the projector is connected
to the computer. So, on my computer, I can type in things and then slide it over on my
screen, and it will show up on the projector on the whiteboard.
While the technological setup in Karin’s classroom is simple, technology is used to expand the
definitions of literacy to include visual literacy and digital literacy and provide an interactive
experience. Borsheim et al. (2008), while they advocate for the use of technology in the
classroom, warn against technology that is used just as a traditional board in displaying lesson
material in a linear format. Borsheim et al. (2008) state, “teachers must go beyond implementing
technology for technology’s sake to consider the evolving nature of texts and the literacy skills
associated with consuming and producing those texts” (p. 87).
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Technology has the profound ability to develop immediacy in literacy and language
learning that traditional literacy and language learning does not allow. Technology transforms
abstract concepts into concrete models, which allows learners to interact with ideas and objects
visually. For example, during her interview, Karin mentions an instance in class where one
learner’s question is better answered through digital technology. Karin mentions,
In the classroom, I use the projector a lot for showing videos. Today, when we were
doing things on citizenship, we talked about. It came up in British Columbia that they
have Salmon fishing, and one of my students was like, “Salmon? What is salmon?” So,
right away, google “salmon,” and I put it up on the screen. “This is salmon.”
Karin alludes to the more dynamic aspect of defining what “salmon” is to learners in the class.
While it would have been acceptable to say that salmon is a type of pink fish, Karin would still
be asking learners to mentally picture a “fish” that is pink.
To a learner who is not familiar with fish, that mental image may be challenging to
develop accurately. Rather than abstractly defining what salmon fish are and what they look like,
Karin uses digital technology to bring immediacy to the lesson and salmon. Karin explains the
importance of digital technology in the classroom in allowing for more accessible explanations
and bridging the gap between cultural knowledge and curriculum material. Karin explains,
And I really like having that access that we have the screen, the interactive screen, in the
classroom because I can put worksheets up there, I can put maps up there, I can put, like I
said, definitional stuff. So, like, “How would you describe salmon otherwise instead of
showing it?” It is so much easier to show a picture of salmon than try to say it is a pink
fish.
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Karin’s ability to search and project an image of a salmon fish onto the whiteboard in
class is an example of authentic language learning that accounts for the application of “texts” in
concrete context (Savignon, 2007). “Salmon” is a word that may hold little to no meaning to
learners, but now it becomes a concrete object that they may have seen and with which they may
have also interacted. Thus, learning new vocabulary becomes more accessible because it is made
concrete in learners’ minds through digital technology. Savignon (2007) writes, “Use of
authentic language data has underscored the importance of context, such things as setting, roles,
and genre in interpreting the meaning of a text” (p. 211). Technology in Karin’s class allows for
authentic language practice, but it also accounts for multimodal language access, catering to
various learners’ needs and learning styles.
Diversity and Inclusivity
While translanguaging and code-switching remain classroom phenomena that educators
encourage or completely discourage, as discussed in the literature review section of this thesis
(chapter 2), translanguaging and code-switching, particularly among English language learners
(ELLs), can encourage collaboration and ease the stress associated with language learning. King
(2015) states that in academic environments, where the language is often complicated and
context and subject-specific, communication may be difficult for many students, especially for
those who come from diverse linguistic backgrounds. King argues that implementing
multiliteracies practices and exploring multimodal texts can encourage communication,
engagement, affirm identity. Accordingly, learning environments that aim to develop critical
thinking skills and affirm learner identity needs to do so through multimodalities because
“students’ qualitative reasoning skills can be developed through the use of the arts” (King, 2015,
p. 4). Therefore, suitable for the diverse learners in the room, Participant One, a secondary
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school educator, offers secondary school learners, who are diverse in linguistic abilities and
learning needs, various activities that use visual literacy and creativity to think about the novel
critically, plot, characters, and effectively communicate their knowledge that requires little
written literacy.
When Karin spoke about code-switching in their classroom at the MCC, she spoke about
the balance between learners using English and their native languages in the classroom. Some
moments during the lesson resemble what Takeuchi (2015) observed in her empirical study that
the sense that learners could arrive at conclusions and share their thoughts through codeswitching. Karin does allow code-switching in her classroom, she says,
It is a challenge because when we are here in the classroom, we have such a short time
when we are practicing English, and I always tell them, “First try to do it in English, and
if you cannot do it in English, I will see if I can help you with some other ways of
support. If I cannot help you, we will see if there is someone else in the class that can
help translate. Who maybe does understand, speaks your language, and can help
translate?” But what we do not want to have happening is as soon as I give them some
seatwork or some work in groups, that instead of speaking in English with one another, if
they both speak the same languages, they revert back to their language and speak in just
their language. That, I think, is one of the bigger challenges, and it is a balance saying,
“Yes, you can use your language sometimes, but at other times I want you to practice
English.” So that is a bit of a challenge when we are doing that.
It remains essential to Karin that when learners do code-switch between English and their native
languages, they do so during specific classroom assignments, usually desk work. This allows
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learners to collaborate with a partner and code-switch to understand instructions and scaffolding
on previous grammatical knowledge to learn new grammatical rules and functions.
During one of the observational sessions conducted in Karin’s class, it was noted that
Karin is heard saying, “You can work alone, with a partner, or use your phones” (Fieldnotes,
January 30, 2020). Those who chose to work with a partner code-switch between their native
tongues and English. On the other hand, learners who use their phones to translate do so because
no one else in the class speaks their native language. Thus, handheld devices containing Internet
access and online dictionaries are used for translating and code-switching practices.
However, in Karin’s class, diversity and inclusivity extend beyond code-switching and
translanguaging. Karin uses events like hosting a class-wide potluck where learners can share
different cultural foods with their classmates. Potlucks, in their nature, are rather culturally
diverse in the Canadian context, whereby those participating can learn about different cultures,
customs surrounding foods and taste various foods from around the world. They may also
prompt adult learners to share stories about their families and friends in their cultural
communities here in Canada or their countries of origin.
Potlucks are an excellent way for learning and appreciating other cultures to occur among
members of a diverse community. Karin explains further,
At the beginning of the semester, when we are talking about just the philosophy of MCC
and how do students behave in the classroom, one of the things we talk about is respect.
And I talk about how we all speak different languages, and we all come from different
countries, and I share a little bit about my family history too, and all of that is, we respect
each other because we want to be respected. Today we were talking about the Canadian
government and the laws in Canada. And even though we all have our own different
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beliefs, these are the laws in Canada, and we respect those laws, and we respect each
other too.
Establishing an environment where mutual respect is granted is only reflective of a very
multiculturally diverse Canada.
In the “almost total globalization of the last decade of the twentieth century” (Bianco,
2000, p. 89), implementing cultural education and establishing cultural respect and
understanding among members of a community, be it a classroom community or a national
community, is vital for the development and harmony of said environment. Explicitly discussing
concepts like diversity and inclusion with adult learners develops respect within the classroom
environment among all learners. Additionally, as Karin states, respect also extends to respect of
the country and its rules and laws.
When rules of respect are established, and a positive and supportive learning environment
is created to benefit all learners, learning opportunities expand to include personal and concrete
examples. Learners feel comfortable and supported to reach out to their educator for help and
questions, and as a result, an educator can use one learner’s experience to teach the entire class.
Building a supportive learning environment is something Karin strives to achieve daily. Often,
Karin will answer a personal question from a learner or have a learner share a personal anecdote
with her and ask for assistance. Karin explains, “I said, “Can we share it with the class so
others...?” Karin, with the agreement of the learner, takes these moments as a whole class
learning opportunity. Karin clarifies that learners agree to share personal experiences and
anecdotes with the rest of the class. Karin explains learners’ lack of reluctance when it comes to
sharing personal experiences by saying, “They feel that they are a community, and they want to
share with each other what is happening.”
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Banks (1993) claims, “An empowering school culture and social structure will require
the restructuring of the culture and organization of the school so that students from diverse racial,
ethnic, and social-class groups will experience educational equality and the sense of
empowerment” (p. 27). Accordingly, Karin is conscious that respect for everyone’s gender
identity and self-representations and expression is also crucial for the total harmony of a
community. Karin says,
When we are filling out forms, when we do a lesson on how to fill out medical forms, we
talk, as well too, about gender differences, and that is something that is kind of new that
has come up. When we see in forms, they say male, female, or other. So, we talk about
that. Well, what does “other” mean? And so, we have been bringing those kinds of things
in as well too. So, diversity in a lot of different ways comes up in the classes.
Karin discusses diversity and inclusivity with learners anywhere, and anytime the topic is
relevant. For example, Karin uses the lesson on completing medical forms (a lesson where
curriculum material empowers learners by teaching vocabulary, grammar, and real-life skills
needed by adult learners trying to navigate their new communities) to discuss gender identity and
by asking what “other” may mean on official forms. In doing so, Karin provides space in her
classroom for discussions about sexual orientation and gender fluidity.
In creating positive and supportive learning environments, educators must actively and
critically work on “(a) delivering explicit and engaging academic instruction, (b) implementing
empirically supported classroom management strategies, and (c) building relationships with
students and their families” (MacSuga-Gage et al. 2012, p. 14). Moreover, in a globally
connected world and, especially, in a rather diverse country, teachers must go beyond basic
didactic teaching pedagogy to include meaningful practices that account for linguistic and
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cultural diversity and fluid gender identity representations. Karin comments that developing an
inclusive and supportive learning environment for diverse learners starts with respect. Karin
states, “But it is a matter too of respecting them, and then they will respect you as well too. And
being open with them.” The foundation of respect is important, especially when adult educators
and teachers engage in potentially controversial issues that touch on people’s heterogenous belief
systems. These conversations are that much more challenging when learners are trying to be
heard and listen to others in their new target language rather than articulating their thoughts in
their native tongues.
When speaking about linguistic diversity and inclusivity, Dan, an ELL adult educator at
MCC, is somewhat conscious of code-switching and often asks learners to collaborate using their
native languages. Dan says,
And so, if a student is struggling in my class, I rely on peers, their peers, to assist, and
they are a great resource. So, other students are an excellent resource to assist me, and so
when we are doing pair work or group work, I have those two students sit next to each
other, and their learning skills rub off, I hope, or they will just directly show them, like,
this will help you – like, note-take here, do drafts of your writing.
The theory of multiliteracies advocates for the conscious inclusion of cultures and languages
(New London Group, 1996). New London Group (1996) argue that the standardization of
language emphasised the power colonizers often had over a particular group of people in the
sense that language, “proper” language, was the language of the colonizing group. However, The
New London Group argue that one “proper” language does not exist in a globally connected
world where dialects, registers, and idioms are so extensive even within one language. The New
London Group argue that in place “of the old, monocultural, nationalistic sense of ‘civic’” (1996,
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p. 69) comes recognition and the inclusion of cultural and linguistic diversity in education. While
Dan does encourage peer collaboration, he asks learners to refrain from using their native
language during class time. Dan does rely on learners’ collaboration and encourages their use of
their first language in the class, but he does value and emphasizes more practice time using
English.
Coding of research data revealed that Dan is conscious of the struggles new Canadians
face in their new lives. Coding within his transcript uncovered Dan’s awareness that new
Canadians often need to adapt to more than just a new language. New Canadians need to also
adapt to cultural and community structures that differ from their previous lives in other countries.
Dan says,
Let us say they had to do a writing piece, and they had to write the editorial section of a
newspaper or an opinion column of a newspaper and state their opinion about some sort
of community issue. The enticement is, make that community issue something a little bit
more challenging to them. Something that, maybe something that challenged their
cultural views.
Dan recognizes that diversity and inclusivity extend outside of classroom environments
and into adult learners’ interactions with their communities. Dan actively allows learners to
investigate and critically think about the social constructs and the differences between their own
cultures and new cultures they may encounter within a multicultural society. For example,
through multimodal lesson activities, he might investigate a newspaper column and engage
learners in oral discussions and debates.
Community involvement and getting learners to the point where they feel empowered to
exercise their roles as active members of their communities is essential, especially to Canadian
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newcomers. Dan notes, “I have senior students that are just coming because they want to get
more involved with their community.” This involvement includes volunteer work and senior
members wanting to help their family members. Therefore, an education that “us[es] teaching
techniques that cater to the learning and cultural styles of diverse groups and using the
techniques of cooperative learning” (Banks, 1993, p. 27) empowers learners of diverse social,
linguistic background to find success in the classroom and gain the comfort and ability to use
their new-found knowledge in their social communities. Allowing learners to find their strength
in using a new language is incredibly important, especially when diversity in the classroom also
includes learners coming from diverse educational backgrounds. Dan speaks about the various
student populations they have taught and points to a particular group of adult learners who were
professionals in their occupational and educational fields. Those learners need a classroom
environment that can empower them to achieve similar success in their new lives in a new
country.
The MCC is a unique learning environment because it hosts adult learners of diverse
social, linguistic, cultural, and educational backgrounds. Dan explains,
If I could break that down, you may have a learner that comes to you and has had an
elementary school education. But somewhere along the way, they were exposed to the
English language, and they have acquired the level to be in your classroom. So, they have
that experience. You have some students who have had zero experience with English, and
they have gone through all of our levels here. They have started in a literacy class or a
CLB 1 class and worked their way up to me, which is CLB 6. I also may have a student
that studied chemical engineering back home, and they have a university degree from
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their country. Now they are in my class, and they are trying to upgrade their English
language learning. So, you have a myriad of that, and they are all in your classroom.
Dan’s comment on the diverse backgrounds from which his adult learners come sets the tone for
the variations in personal, social, and academic behaviour adult learners may display within the
classroom setting.
For example, Dan mentions that his classroom hosts learners who come from divergent
academic backgrounds. Some adult learners may have a traditional university education; others
may not have had a formal university education and may have only experienced an elementary
school level education. There is a diversity in learners’ language learning points and academic
backgrounds. There is also diversity in learners’ skill sets and classroom dispositions such as
behaviour, study skills, and mannerisms.
In fact, Leeman and Volman (2001) argue,
The concept of inclusive education is increasingly applied to situations in which
differences related to social class, gender, ethnicity, and mental and physical ability
between pupils are taken into consideration. Inclusive education means that schooling is
organized in such a way that all pupils can, as far as possible, be educated together, even
though they are different. (p. 368)
Dan promotes inclusive education among adult learners at the MCC in response to the diversity
in language learning origin points, personal and academic backgrounds. Dan also encourages
learners of the same native language background to collaborate and may be more comfortable
with the language to work with less comfortable language. Coding of the data revealed that peer
collaboration serves as a positive reinforcement of learning while assisting others in building
their language skills.
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For Towela, a French language educator at French Lit., inclusivity and diversity are
major issues that she is very aware of. In fact, for Towela, the topic of inclusivity steams from
the history of the French Language. Towela states, “And so in the classroom, for example, I
might state very plainly that this [French] is a beautiful language, but it does not mean that it is
superior.” During her interview, Towela also speaks about the history of the French language in
its earliest constructions and the social class division language can sometimes create. For
example, Towela mentions (quoted below) that French can often be difficult for the mere sake of
being difficult, which demoted education for the less fortunate and those who come from a low
sociocultural background. However, Towela actively promotes the use and inclusion of various
languages during her lessons and in the language learning programs offered at French Lit.
Language and giving people access to language is empowerment. For Towlea, the history
of the French language is a powerful thing that helps her define what language is and what it can
do for the people learning it. She states,
knowing that the greats that we talk about, Molière and Rabelais, that they were like
taking their language that was considered junk, and they were inventing words, and they
were a part of the movement where, finally, it was decreed that French will be the
language of mass. So, in the church, and it will be the language of education, and it will
be the language of we are going to replace Latin with. And that was a big deal in France.
Towela’s knowledge of the French language and its development from Latin to be the people’s
language speaks to the importance of understanding historical shifts in language and how they
respond to social changes. Moreover, Towela’s understanding of the relationship between culture
and language promotes her reasons for teaching French in such a multimodal manner that
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focuses on authentic language experience and practice. After all, everyday living involves a great
deal of multimodality.
Towlea uses contemporary popular culture sources that use the language in real ways like
podcasts, radio shows, and movies. Such forms of multimedia allow French language learners to
explore and experience language in concrete examples and forms of communication. Field notes
from French Lit. reveal that regularly Towela and other educators give examples of expressions
and vocabulary drawing upon French from Quebec, Africa, the Middle East, and France.
Reflecting on the history of the French language, Towela expresses that language education that
does not allow learners to use the language in their everyday lives, or language that is
inaccessible to learners, is disempowering. Therefore, striving for authentic ways to honour
diversity and inclusivity includes understanding learners’ needs and goals, remaining conscious
of various dialects and languages present in the classroom, and empowering learners by making
language learning accessible and manageable.
For Participant One, a secondary school educator, diversity and inclusivity is a conscious
effort that addresses various aspects of learners’ identities and social experiences. Ideas and
perspectives, even supernatural beings and monsters presented in novels or short stories are
vastly different between one culture and another. As Participant One states in her interview,
reading a novel and understanding that each student interprets a monster in the novel based on
their own social constructs and experiences makes one aware that to define a monster means a
different thing to different students. Through investigating and exploring various aspects of
different cultures and sharing their own, students’ identities and social experiences are validated
while simultaneously expanding learning to include inquiry-based learning and creativity and
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implementing scaffolding techniques to teach students new concepts by relating new knowledge
to general knowledge.
Participant One’s awareness of her students cultural experiences is in line with the
concept of Learning by Design (Kalantzis et al., 2016) that entails (Available) Designs;
Designing, and (The re-)designed. Students’ draw upon their own cultural experiences,
(Available) Designs, and knowledge of certain monsters and supernatural beings may differ from
how other students define monsters and supernatural beings. Through multimodal engagement
and activities, Participant One expands her students' experiences to help them conceptualize new
monsters. This is called Designing, whereby students reconstruct “available resources for
meaning for the purposes of representation and communication” (Kalantzis et al., 2016), p. 222).
They then critically analyze the novel using their new knowledge of monsters and apply their
new knowledge in-class activities and on assessments about the narrative, which is (The re)designed. (The re-)designed involves students having created something truly new in some
small way through their own thinking and production of meaning during the learning process.
An understanding of inclusive education, according to Broderick et al. (2005), involves
an “education that seeks to resist the many ways students experience marginalization and
exclusion in schools” (p. 195). Participant Two points out, “We are the only school, in the school
board, that has no English as a Second Language students. We have none. Like primary or
secondary, we are the only school like that. So, it is very... the dominant culture here is very
dominant.” However, Participant Two is aware that while the school environment may not
include a diverse group of students, the outside community is diverse. Therefore, even though
“marginalization and exclusion in schools” may not be visible due to one dominant school
culture, “marginalization and exclusion” still exist in the larger society. As a result, education in
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a classroom environment with one dominant culture needs the teacher to take initiative to
consciously include conversations, lessons, and assignments where diversity and inclusivity are
prominent. Participant Two engages her students in projects where they need to investigate and
critically reflect on their own culture and the various cultures present in the local community.
Participant Two provides an example of a project where students
look at different aspects, for example, personal space or concepts of time and look at how
we, in Canada, view that concept and how a different culture might view it, specifically
the Mexican or Dominican immigrant workers. And then create something, a publication
of some sort, to help them adjust to that. So again, it compares two different cultures.
Such an assignment that permits students to examine the similarities and differences between
their own culture and another culture allows them to reflect and report their own social
constructs critically.
However, even when a school or a classroom may not host diverse linguistic or cultural
backgrounds, curriculum material and lesson plans can implement diverse and inclusive topics to
promote inclusivity of ideas, languages, and cultures. Participant Two notes,
I am teaching a careers course and a civics course. So, they are half a semester each. In
the careers curriculum, there is actually a component about, how may I put it, a cultural
appreciation. And looking at careers abroad and how teaching in a different country, you
bring a different culture. You are exposed to a different culture, and you bring a different
culture with you.
Students in Participant Two’s class investigate various social issues based on local populations
through the civics curriculum. The Ontario Education curriculum for grade ten civics course, set
under Canadian and World Studies, promotes active participation in local, national, and global
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societies. It also examines and questions structures of power, develops civic identity, and
highlights attributes of human character, values, and mind (Ontario Education).
Participant Two explains,
Essex and Leamington, again, is monocultural. But there is a population of immigrant
workers that are here. And so, what I have the students do is create a cultural brochure
that introduces the immigrant workers to differences that they might face working in
Canada as opposed to in their home country. So, it forces the students to actually examine
what culture is like here.
Participant Two brings to class activities and assessments that are critical of social issues and
linguistic barriers facing immigrant workers in the local area.
By creating the cultural brochures, Participant Two is inviting students to critically
examine and reflect upon their social constructs and different aspects of their society of which
they may not have been critically aware. However, by asking students to think about what
challenges immigrant workers might face, students develop critical reflection skills and social
awareness of differences between their culture and another culture. Similarly, Leeman and
Volman (2001) write, “education is a process in which pupils develop different social-cultural
perspectives on the world and develop their own identities” (p. 371). Participant Two states that
sometimes, the aspects of society that people become so accustomed to them that they blur or
become mundane may be aspects that someone from a different cultural or linguistic background
may see as a barrier. Therefore, through examining society and creating cultural brochures,
Participant Two eliminated personal cultural bias and enhanced cultural awareness and
inclusivity within the local community. What helps Participant Two in engaging her learners in
such critical reflections of their societies and cultures is Participant Two’s own experiences with
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travelling and teaching abroad. Participant Two states that only after they began travelling did
they arrive at the true ability to examine social constructs and personal biases.
Participant Two states further, “when they [students] are learning through practical
applications, it makes the learning more concrete for them.” Kress (2010) writes, “This
augmentation of an individual’s capacity is at the same time a change in identity of the person
who now has different capacities for acting – in whatever way – through knowledge-as-tool to
deal with problems in that individual’s life-world” (p. 174). Therefore, to develop as active
social agents within their communities, students must first be critical of that community by
investigating social aspects and issues present. Secondly, they must be allowed to respond to
existing social issues. Engaging students in multimodal and critical thinking lesson material and
practices can aid in developing a new generation that are active members of society and are
aware and inclusive of existing diverse cultures.
Moreover, as Participant Two highlights, inviting students to examine their societies
critically allows them to learn through non-linear, non-traditional practices and enforces
knowledge through practical applications of curriculum material. Jewitt (2008) states, “Learning
increasingly involves students in working across different sites of expression, negotiating and
creating new flexible spaces for planning, thinking, hypothesizing, designing, and realizing
ideas” (p. 259). Practical applications and concrete applications of in-class material help learners
become aware of active agents in their learning rather than passive participants who merely
absorb information for formal testing.
In promoting diversity and inclusivity, and the development of the civic self, Participant
Two shares another culturally and socially inclusive project. She explains,
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They have to choose a social issue, and then they have to find a local charity that
addresses that social issue and go to the charity and meet with someone there and actually
interview someone, and research the charity on what it does and then create a
presentation on that charity.
Participant Two speaks about the above-mentioned project as a practical assignment that pushed
learners out of their comfort zones and into their social surroundings to learn about local
charities and social needs by interviewing members of their community. While Participant Two
does mention the initial reluctance, students displayed in the face of meeting with various
community members and local charity organizers, the project, students found their courage to
call local charities and set up interviews with their directors. Participant Two states that such a
dynamic and socially conscious project serves to help students develop “their learning skills
[and] their lifelong skills like initiative.”
Moreover, learners were able to develop a sense of professionalism and philanthropy by
the end of the project. Participant Two comments on the excitement that learners displayed by
the end of the project. Participant Two states, “the comments that I got were so positive, and
some of them even wanted to continue working with the charities that they chose. So, I think,
yea, the students are not resistant to things like this.”
Although Participant Three, a secondary school educator, has not taught many English
Second Language (ESL) classes herself, she states,
I know through the work that I’ve done with my colleagues that I will say something, and
they would say, “Oh, that wouldn’t be good for our students from Syria.” Right? Because
there are a lot of societal triggers. War triggers. You know things like that which I am not
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in tune to yet because I don’t have the experience. But my colleague that I am working
with does take that into consideration.
Diversity and inclusivity often carry nuances that may not be apparent. For example,
students who come from war-torn countries and have firsthand experience living in environments
where there is civil unrest come to class with trauma as well as religious, cultural, and linguistic
diversity. Affirming the students’ identities and experiences becomes vital for their academic
success in the classroom and their transition from the classroom into their new lives in their new
countries. For Participant Three, collaboration and the sharing of information and ideas between
teachers is crucial and a great way to learn about cultural and linguistic diversity and share
knowledge on cultural and linguistic inclusivity for the benefit of all learners.
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CHAPTER 5
Conclusion
As the New London Group first outlined it in 1996, the theory of multiliteracies sets the
parameters for teaching and learning practices that expand the traditional definitions of literacy
to include written, oral, visual, audio, tactile, gestural, and spatial literacy. The New London
Group (1996; 2000) states that the modes of communication and strong advocacy for socially
responsible, culturally, and linguistically inclusive, and technologically comprehensive education
set 21st-century learners with equitable education fitting for the 21st-century world. The purpose
of this research study is to explore and analyze the use of multiliteracies, multimodalities, and
sociocultural perspectives as pedagogical practices for teaching 21st-century secondary school
students and adult learners. This case study research of secondary school classrooms and
community learning spaces uses purposive sampling in selecting participants and sites to explore
multiliteracies in action. Drawing upon data collected for The Multiliteracies Project, this
master’s research examines data collected from three adult educators and three secondary school
teachers for a total of six participants. Data analysis for this research is conducted using
constructivist grounded theory as outlined by Charmaz (2006; 2014).
This chapter, entitled “Chapter 5: Conclusion and Recommendations,” sums up essential
insights from the research data and analysis. Additionally, this chapter puts forward
recommendations for future research in the field of multiliteracies.
The exploration and analysis of concrete teaching practices through multiliteracies and
sociocultural perspectives draws attention to lesson plans, classroom activities, and assessments
that allow secondary school students and adult learners, respectively, to work across various
modes of communication to communicate their knowledge. This research found that teaching
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practices that draw from the theory of multiliteracies in daily activities and instructional material
as well as assessments that are conscious of the need to engage learners in displaying their
knowledge using various modalities.
Engaging learners through the implementation of multimodalities makes learning
accessible by expanding the definition of literacy, utilizing technology, and embracing linguistic
and cultural diversity. Serafini states, “One of the basic premises of media literacy instruction is
to support students as they examine media representations of the world in order to de-center
these representations affect one’s life and society in general” (2014, p. 25). Teaching using the
theory of multiliteracies makes teaching and learning accessible by expanding the definition of
literacy and allowing learners to work across multimodalities while developing a social
consciousness through the critical examination of social issues through technology.
Defining literacy to include multimodalities allows for a deeper connection between what
learners know and how they communicate and the content material present in the classroom.
Accessibility allows learners of diverse cultural, linguistic, and learning abilities to create,
communicate, and present their knowledge through various modalities; thus, empowering
learners in their educational process. Such empowerment stems from learners’ abilities to learn
and communicate effectively and find success in the classroom without the anxiety of a linguistic
barrier. Through the theory of multiliteracies, linguistically diverse learners and those who are
unable to arrive at success through traditional definitions of literacy find academic success by
engaging with a pedagogical approach using their native languages strategically and modalities
that are not limited to traditional reading and writing.
Additionally, as it is recognized by the participants of this study, implementing lesson
plans and activities and assignments through continuous collaboration with other educators
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becomes vital to allowing learners with various needs to communicate through multimodalities,
which they are comfortable and confident working with. Multiliteracies and finding success by
working through multimodalities help build students’ confidence, allowing them to forgo
nervousness, anxiety, and potential fear of failure, and helps them focus on building their
knowledge and skills confidently.
Certain pedagogical practices and assessments shared by educators in secondary school
settings and adult education sites revealed the importance of educational practices that are aware
of cultural diversity present in the classroom and local communities. In a rapidly advancing and
technologically connected world where people of various linguistic and cultural backgrounds
engage with one another on a deep and dynamic level. Education needs to be able to account for
identities and communication that occurs through digital spaces as well as use technology to
expand communication and learning within the classroom.
Moreover, this research revealed that when educators engage learners in socially
conscious discussions and projects, curriculum expectations and content material transform from
something mandatory within the classroom to be concrete and immediate. Therefore, learners
become better invested in the learning process and critical of their social constructs and local
social issues. Consequently, learners gain a more profound education and further develop as
active members of society. Furthermore, expanding the definition of literacy to include
multimodalities, diversity, and technology is essential for the meaningful and positive teaching
and learning of linguistically diverse learners and those with special learning needs.
Working across modalities allows for student-centred learning whereby learners are able
to inquire, research, and produce rather than simply analyze different informational pieces.
Schreiber (2015) states that “writing [within] digital spaces is highly creative, a rich mix of
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linguistic and semiotic modes that reflect the reality of life in multilingual contexts, bending to
the needs of diverse interlocutors and pushing the boundaries of academic conceptions of
language” (p. 69). Furthermore, allowing and encouraging learners to communicate across
modalities and through technology is beneficial to all learners because it resembles their
everyday lived experience. Learners are actively engaged in technology outside the classroom.
Therefore, allowing them to shift their perspective from technology as an avenue to quick
information and entertainment to technology being a connection between various societies and
an avenue to exploring niche topics allows learners to experience positive and relevant education
and develop critical thinking skills.
Furthermore, to Canadian researchers interested in exploring education through
multiliteracies and sociocultural perspectives, I suggest the continued focus on secondary school
students and adult learners to further develop the information on multiliteracies in the Canadian
context. Note that Kalantzis et al. in Literacies (2016) start some of this important work by
including disciplinary literacies, although not in a Canadian context. Additionally, we must
expand the research to include the perspectives and metacognitive reflections of secondary
school students and adult learners. We must gain a deeper understanding of how engaging
learners in multiliteracies education enhances their educational journeys.
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APPENDICES
Appendix A
Draft Interview Questions for Participants – Teachers/Adult Educators
1.How would you describe your teaching?
2. Could you describe a favourite class that you taught that exemplifies some of the elements of
teaching that you feel create a great learning space?
3. How do you bring cultural and linguistic diversity into your teaching? Can you give an
example? Is addressing diversity a social justice issue for you?
4. Reflecting on your teaching philosophy, what are some of your core teaching values?
5. How does multimodality play a role in your everyday teaching or assignments you have
created?
6. Can you think of an example where you have been able to design a task that requires learners
to use modalities that might be new to them?
7. How would you define inquiry-based learning? Why does it matter? What are its pros and
cons? Can you give an example of how you might create a lesson that is inquiry based?
8. Does technology play a role in how you teach? Is it an important part of your teaching? Do
you incorporate new and emerging technologies into your teaching?
9. Are you familiar with the theory of multiliteracies – and if so, what do you know about it?
10. What is involved in taking students to a deeper level in their learning?
11. How do you plan your courses? How does design play a role?
12. What do you need from broader educational institutions to be able to teach the way you want
to and that reflects what you think would lead to great teaching across the system?
Draft Interview Questions for Participants – Adult Learners/High School Students
1. Why are you interested in learning in general?
2. Why is life-long learning important to you? What motivates you to want to learn?
3. Could you describe how you learn best?
4. Can you recall one of the best learning experiences you have ever had? What was it like?
5. Does it affect your ability to learn if different modes (audio, visual, spatial, gestural, etc.) are
used in teaching you? Do you like it when technology is used? How so?
6. How does it feel when an educator gives you some options around a topic, then asks you to
then work in small groups and figure it out for yourselves, only offering advice and resources
when you get stuck? Does that way of teaching and learning work in your opinion?
7. Do you think it matters if cultural and linguistic diversity are brought into teaching or not?
Why?
8. What does it take to bring learning to a deeper level?
9. Have you ever heard about multiliteracies theory? If so, could you explain what you know
about it?
10. What are some of the attributes you look for in an educator that you find inspiring?
11. For a whole educational system to really serve the needs of its learners, what does that take?
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Additional Questions for Teachers/Adult Educators/Learners/High School Students (where
audio-visual prompt is being used as part of the interview)
1. When you watched this video clip, what are three adjective that come to mind to describe it?
Why?
2. Could you reflect on what you feel now versus what you felt then when you in that moment?
3. Can you identify some of the modalities you see being used in this excerpt? Do the modes
combine in ways that augment the meaning-making process?
Additional Questions for Teachers/Adult Educators/Learners/High School Students (where
educational materials are brought in by participant)
1. Could you tell me about why you chose this educational material to share with me today?
2. In your opinion, what can I learn from looking at this material?
3. How does this artifact represent something about you as a teacher or a learner?
4. Could you talk about the modalities that you see represented in these materials?
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Appendix B
LETTER OF INFORMATION FOR CONSENT TO PARTICIPATE IN RESEARCH
Adult Educators and Secondary School Teachers
Title of Study: “Multiliteracies for adolescents and adults: Teaching and learning literacy in the
21st century”
You are asked to participate in a research study conducted by Dr. Susan M. Holloway, Principal
Investigator from the Faculty of Education at the University of Windsor, and Dr. Patricia A.
Gouthro, Co-Investigator from the Faculty of Education at Mount Saint Vincent University. This
research is funded through a Social Sciences and Humanities Research Council (SSHRC) Insight
Grant.
If you have any questions or concerns about the research, please feel to contact Dr. Susan M.
Holloway at 519-253-3000, extension 3818 or via email at holloway@uwindsor.ca, or Dr.
Patricia A. Gouthro via email at Patricia.Gouthro@msvu.ca
PURPOSE OF THE STUDY
The purpose of this study is to investigate ways to improve teaching literacy to teenagers
and adults. “Multiliteracies” is a theory that expands our traditional definition of literacy as just
reading and writing. In this study, we explore that learning can be done, not only through pen to
paper, but through many other modes – drawing, movement, sound, and the use of technology in
all subject areas. For instance, combining some of these modes to communicate ideas, a teacher
could ask students to create a board game or YouTube video, participate in a dramatic role play,
or design a poster. These are examples of what multiliteracies can look like in practice.
Multiliteracies also helps us to think through how to best incorporate technology into teaching,
think about how to connect literacy to the workplace and broader society, and figure out how to
work with people from multiple cultures and languages. This theory put into practice has been
very successful over the last 20 years, but it has been used more often in other parts of the world
and with younger children. This research will help to explore and document how multiliteracies
theory can improve the teaching of literacy for teenagers and adults.
PROCEDURES
If you volunteer to participate in this study, you will be asked to:
1. Read over the Letter of Information and Letter of Consent. Ask the researchers any questions
you might have about the research study. On the Letter of Consent, fill out the Yes/No check box
options according to your preferences, and sign and date the letter.
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2. If you choose to participate in the Interview Method, you will have 2 options:
Participate in an individual face-to-face interview that will last approximately one hour. I will
provide you with the main questions in advance of the interview itself.
(a) I ask you questions about your teaching experiences, and you give your answers.
(b) If you participated in a previous media event with me, then during this interview, you might
choose to be shown a short video clip from that content.
If you choose to participate in the Document Analysis Method, you will have 4 options:
(a) You may choose to bring in teaching materials to share with me. You might just want to give
them to me, or else discuss them with me during the interview, if you choose to participate in an
interview.
(b) You may choose to have some of the teaching materials you give me posted to the social
media web platform (and you decide if you want your name to remain confidential or posted
publicly).
(c) You may choose for me to post quotations from your interview transcript on the social media
platform I have created. You can also choose whether your identity will be publicly associated
with the quotation(s) or not.
3. If you do the interview, you will be sent the transcript for you to edit. I will suggest one month
for you to do so, but if you need longer, we can agree upon a later date. If I do not hear from you
by that date, then I will assume you are fine with the transcript finalized as is.
4. You will have the opportunity to edit the transcript, or alter the way(s) in which you would
like to participate in the study, and/or withdraw from the study, at any time up until you have
approved the finalized transcript, or in the case of document analysis, up until you have signed
the Letter of Consent.
POTENTIAL RISKS AND DISCOMFORTS
You might feel awkward knowing me as someone who is a colleague in the field of education. It
is possible I may or may not know you personally. You may feel assessed or evaluated when
talking about your pedagogy, which can be an uncomfortable feeling. It might feel awkward
talking to me knowing that I am a Faculty of Education professor. You may feel some stress in
reviewing the media content excerpts if you allow me to use these prompts in the interview. It
may feel uncomfortable that I hold a dual role in relation to you – now as the researcher inviting
you to be a part of this research study after already having been contacted by me previously
regarding your interest in participating in creating media content as a learning tool. You may feel
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unsure about the option to state your wishes about being re-contacted in the future to participate
in another related research study.
POTENTIAL BENEFITS TO PARTICIPANTS AND/OR TO SOCIETY
You will have the opportunity to consider how the formal theory of multiliteracies might connect
to your teaching practices.
Multiliteracies is a well-recognized formal learning and teaching theory within the larger
research community in Canada in the field of literacy. However, it is usually investigated at the
primary/junior level, and the majority of empirical studies come out of Australia. This study will
further knowledge about a multiliteracies theoretical framework through in-depth interviews with
adult educators in higher education and community settings as well as secondary school teachers,
which in turn has the larger aim of contributing to improving education systems in our society.
As a secondary school teacher or an adult educator, if you choose to be publicly named in the
research, having your work discussed in-depth through the interview may help to showcase your
work to other teachers and adult educators around the world, and it may lead to interesting
networking possibilities.
COMPENSATION FOR PARTICIPATION
If you participate in the research study, you will receive a $20.00 dollar gift card from Chapters
as a token of appreciation for your time.
CONFIDENTIALITY
Prior to starting the interview, I will verbally go over the consent process in person. In both
email and in person, I will answer any questions you might have. You will have options around
the level of confidentiality you would like to have in this study (please see the checklist at the
end of this letter). Every effort will be made to disguise identity markers if requested.
PARTICIPATION AND WITHDRAWAL
If you wish to withdraw from the study at any point up until you have reviewed and approved the
finalized transcript for your interview by the pre-established due date, or in the case of document
analysis, up to the point of signing this letter of consent, you may do so. You can contact me in
writing, via phone, or in person to withdraw (with no explanation required).
FEEDBACK OF THE RESULTS OF THIS STUDY TO THE PARTICIPANTS
A summary of the research will be found at the University of Windsor REB website by
May 31, 2021.
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Web address: http://www1.uwindsor.ca/reb/study-results
Date when results are available: May 31, 2021
SUBSEQUENT USE OF DATA
These data may be used in subsequent studies, publications, presentations.
RIGHTS OF RESEARCH PARTICIPANTS
If you have questions regarding your rights as a research participant, contact: Research Ethics
Coordinator, University of Windsor, Windsor, Ontario, N9B 3P4; Telephone: 519-253-3000, ext.
3948; e-mail: ethics@uwindsor.ca
CONSENT OPTIONS
Please check only ONE box for EACH of the following options, depending on your individual
preferences:
Interview Methodology:
Interview Methodology:
I agree to be digitally recorded for an interview

YES

NO

If yes, then I also agree that the digital recording of my interview will remain (choose one):
Confidential – your identity will not be revealed in relation to the interview

YES

Public – your identity will be made publicly associated with the interview

YES

I agree to being shown the Media Content Prompt as part of my interview

YES

NO

Please note, this option is only for participants who were a part of previous media event prior to
research
Document Analysis Methodology:
I agree to my teaching materials being used for research analysis and posted to the social media
platform
YES
NO
If yes, then I also agree that the teaching materials will remain (choose one):
Confidential – your identity will not be revealed in relation to the teaching materials
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YES

Public – your identity will be made publicly associated with the teaching materials
I agree quotations from my interview can be posted to the social media platform

YES
YES

NO

If yes, then I also agree that the teaching materials will remain (choose one):
Confidential – your identity will not be revealed in relation to the quotations

YES

Public – your identity will be made publicly associated with the quotations

YES

Option for Re-Contacting You
I agree to the researcher re-contacting me again to invite me to have the option
to participate in a related research study in the future.

YES

NO

SIGNATURE OF RESEARCH PARTICIPANT
I understand the information provided for the study “Multiliteracies for adolescents and adults:
Teaching and learning literacy in the 21st century" as described herein. My questions have been
answered to my satisfaction, and I agree to participate in this study. I have been given a copy of
this form.
SIGNATURE OF THE PARTICIPANT
______________________________________
Name of Participant (Printed)
______________________________________
Signature of Participant (Signature)

___________________
Date

SIGNATURE OF INVESTIGATOR
These are the terms under which I will conduct research.
_____________________________________
Signature of Investigator

____________________
Date
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Appendix C
LETTER OF CONSENT TO PARTICIPATE IN RESEARCH
Adult Educators and Secondary School Teachers
Title of Study: “Multiliteracies for adolescents and adults: Teaching and learning literacy in the
21st century”
You are asked to participate in a research study conducted by Dr. Susan M. Holloway, Principal
Investigator from the Faculty of Education at the University of Windsor, and Dr. Patricia A.
Gouthro, Co-Investigator from the Faculty of Education at Mount Saint Vincent University. This
research is funded through a Social Sciences and Humanities Research Council (SSHRC) Insight
Grant.
If you have any questions or concerns about the research, please feel to contact Dr. Susan M.
Holloway at 519-253-3000, extension 3818 or via email at holloway@uwindsor.ca, or Dr.
Patricia A. Gouthro via email at Patricia.Gouthro@msvu.ca
PURPOSE OF THE STUDY
The purpose of this study is to investigate ways to improve teaching literacy to teenagers
and adults. “Multiliteracies” is a theory that expands our traditional definition of literacy as just
reading and writing. In this study, we explore that learning can be done, not only through pen to
paper, but through many other modes – drawing, movement, sound, and the use of technology in
all subject areas. For instance, combining some of these modes to communicate ideas, a teacher
could ask students to create a board game or YouTube video, participate in a dramatic role play,
or design a poster. These are examples of what multiliteracies can look like in practice.
Multiliteracies also helps us to think through how to best incorporate technology into teaching,
think about how to connect literacy to the workplace and broader society, and figure out how to
work with people from multiple cultures and languages. This theory put into practice has been
very successful over the last 20 years, but it has been used more often in other parts of the world
and with younger children. This research will help to explore and document how multiliteracies
theory can improve the teaching of literacy for teenagers and adults.
PROCEDURES
If you volunteer to participate in this study, you will be asked to:
1. Read over the Letter of Information and Letter of Consent. Ask the researchers any questions
you might have about the research study. On the Letter of Consent, fill out the Yes/No check box
options according to your preferences, and sign and date the letter.
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2. If you choose to participate in the Interview Method, you will have 2 options:
Participate in an individual face-to-face interview that will last approximately one hour. I will
provide you with the main questions in advance of the interview itself.
(a) I ask you questions about your teaching experiences, and you give your answers.
(b) If you participated in a previous media event with me, then during this interview, you might
choose to be shown a short video clip from that content.
If you choose to participate in the Document Analysis Method, you will have 4 options:
(a) You may choose to bring in teaching materials to share with me. You might just want to give
them to me, or else discuss them with me during the interview, if you choose to participate in an
interview.
(b) You may choose to have some of the teaching materials you give me posted to the social
media web platform (and you decide if you want your name to remain confidential or posted
publicly).
(c) You may choose for me to post quotations from your interview transcript on the social media
platform I have created. You can also choose whether your identity will be publicly associated
with the quotation(s) or not.
3. If you do the interview, you will be sent the transcript for you to edit. I will suggest one month
for you to do so, but if you need longer, we can agree upon a later date. If I do not hear from you
by that date, then I will assume you are fine with the transcript finalized as is.
4. You will have the opportunity to edit the transcript, or alter the way(s) in which you would
like to participate in the study, and/or withdraw from the study, at any time up until you have
approved the finalized transcript, or in the case of document analysis, up until you have signed
the Letter of Consent.
POTENTIAL RISKS AND DISCOMFORTS
You might feel awkward knowing me as someone who is a colleague in the field of education. It
is possible I may or may not know you personally. You may feel assessed or evaluated when
talking about your pedagogy, which can be an uncomfortable feeling. It might feel awkward
talking to me knowing that I am a Faculty of Education professor. You may feel some stress in
reviewing the media content excerpts if you allow me to use these prompts in the interview. It
may feel uncomfortable that I hold a dual role in relation to you – now as the researcher inviting
you to be a part of this research study after already having been contacted by me previously
regarding your interest in participating in creating media content as a learning tool. You may feel
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unsure about the option to state your wishes about being re-contacted in the future to participate
in another related research study.
POTENTIAL BENEFITS TO PARTICIPANTS AND/OR TO SOCIETY
You will have the opportunity to consider how the formal theory of multiliteracies might connect
to your teaching practices.
Multiliteracies is a well-recognized formal learning and teaching theory within the larger
research community in Canada in the field of literacy. However, it is usually investigated at the
primary/junior level, and the majority of empirical studies come out of Australia. This study will
further knowledge about a multiliteracies theoretical framework through in-depth interviews with
adult educators in higher education and community settings as well as secondary school teachers,
which in turn has the larger aim of contributing to improving education systems in our society.
As a secondary school teacher or an adult educator, if you choose to be publicly named in the
research, having your work discussed in-depth through the interview may help to showcase your
work to other teachers and adult educators around the world, and it may lead to interesting
networking possibilities.
COMPENSATION FOR PARTICIPATION
If you participate in the research study, you will receive a $20.00 dollar gift card from Chapters
as a token of appreciation for your time.
CONFIDENTIALITY
Prior to starting the interview, I will verbally go over the consent process in person. In both
email and in person, I will answer any questions you might have. You will have options around
the level of confidentiality you would like to have in this study (please see the checklist at the
end of this letter). Every effort will be made to disguise identity markers if requested.
PARTICIPATION AND WITHDRAWAL
If you wish to withdraw from the study at any point up until you have reviewed and approved the
finalized transcript for your interview by the pre-established due date, or in the case of document
analysis, up to the point of signing this letter of consent, you may do so. You can contact me in
writing, via phone, or in person to withdraw (with no explanation required).
FEEDBACK OF THE RESULTS OF THIS STUDY TO THE PARTICIPANTS
A summary of the research will be found at the University of Windsor REB website by
May 31, 2021.
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Web address: http://www1.uwindsor.ca/reb/study-results
Date when results are available: May 31, 2021
SUBSEQUENT USE OF DATA
These data may be used in subsequent studies, publications, presentations.
RIGHTS OF RESEARCH PARTICIPANTS
If you have questions regarding your rights as a research participant, contact: Research Ethics
Coordinator, University of Windsor, Windsor, Ontario, N9B 3P4; Telephone: 519-253-3000, ext.
3948; e-mail: ethics@uwindsor.ca
CONSENT OPTIONS
Please check only ONE box for EACH of the following options, depending on your individual
preferences:
Interview Methodology:
I agree to be digitally recorded for an interview

YES

NO

If yes, then I also agree that the digital recording of my interview will remain (choose one):
Confidential – your identity will not be revealed in relation to the interview

YES

Public – your identity will be made publicly associated with the interview

YES

I agree to being shown the Media Content Prompt as part of my interview

YES

NO

Please note, this option is only for participants who were a part of previous media event prior to
research
Document Analysis Methodology:
I agree to my teaching materials being used for research analysis
and posted to the social media platform

YES

NO

If yes, then I also agree that the teaching materials will remain (choose one):
Confidential – your identity will not be revealed in relation to the teaching materials
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YES

Public – your identity will be made publicly associated with the teaching materials
I agree quotations from my interview can be posted to the social media platform

YES
YES

NO

If yes, then I also agree that the teaching materials will remain (choose one):
Confidential – your identity will not be revealed in relation to the quotations

YES

Public – your identity will be made publicly associated with the quotations

YES

Option for Re-Contacting You
I agree to the researcher re-contacting me again to invite me to have the option
to participate in a related research study in the future.

YES

NO

SIGNATURE OF RESEARCH PARTICIPANT
I understand the information provided for the study “Multiliteracies for adolescents and adults:
Teaching and learning literacy in the 21st century” as described herein. My questions have been
answered to my satisfaction, and I agree to participate in this study. I have been given a copy of
this form.
SIGNATURE OF THE PARTICIPANT
______________________________________
Name of Participant (Printed)
______________________________________
Signature of Participant (Signature)

___________________
Date

SIGNATURE OF INVESTIGATOR
These are the terms under which I will conduct research.
_____________________________________
Signature of Investigator

____________________
Date
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Appendix D
LETTER OF INFORMATION FOR CONSENT TO PARTICIPATE IN RESEARCH:
Adult Learners
Title of Study: “Multiliteracies for adolescents and adults: Teaching and learning literacy in the
21st century”
You are asked to participate in a research study conducted by Dr. Susan M. Holloway, Principal
Investigator from the Faculty of Education at the University of Windsor, and Dr. Patricia A.
Gouthro, Co-Investigator from the Faculty of Education at Mount Saint Vincent University. This
research is funded through a Social Sciences and Humanities Research Council (SSHRC) Insight
Grant.
If you have any questions or concerns about the research, please feel to contact Dr. Susan M.
Holloway at 519-253-3000, extension 3818 or via email at holloway@uwindsor.ca, or Dr.
Patricia A. Gouthro via email at Patricia.Gouthro@msvu.ca
PURPOSE OF THE STUDY
The purpose of this study is to investigate ways to improve teaching literacy to teenagers
and adults. “Multiliteracies” is a theory that expands our traditional definition of literacy as just
reading and writing. In this study, we explore that learning can be done, not only through pen to
paper, but through many other modes – drawing, movement, sound, and the use of technology in
all subject areas. For instance, combining some of these modes to communicate ideas, a teacher
could ask students to create a board game or YouTube video, participate in a dramatic role play,
or design a poster. These are examples of what multiliteracies can look like in practice.
Multiliteracies also helps us to think through how to best incorporate technology into teaching,
think about how to connect literacy to the workplace and broader society, and figure out how to
work with people from multiple cultures and languages. This theory put into practice has been
very successful over the last 20 years, but it has been used more often in other parts of the world
and with younger children. This research will help to explore and document how multiliteracies
theory can improve the teaching of literacy for teenagers and adults.
PROCEDURES
If you volunteer to participate in this study, you will be asked to:
1. Read over the Letter of Information and Letter of Consent. Ask the researchers any questions
you might have about the research study. On the Letter of Consent, fill out the Yes/No check box
options according to your preferences, and sign and date the letter.
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2. If you choose to participate in the Interview Method, you will have 2 options:
Participate in an individual face-to-face interview that will last approximately one hour. I will
provide you with the main questions in advance of the interview itself.
(a) I ask you questions about your learning experiences, and you give your answers.
If you choose to participate in the Document Analysis Method, you will have 3 options:
(a) You may choose to bring in learning materials to share with me during the interview. Some
examples of learning materials could be assignments or work exercises you have done, journal
entries, or videos you have created. Any learning materials you give me might be posted to the
social media web platform (and you decide if you want your name to remain confidential or
posted publicly in relation to these materials).
(b) You may choose for me to post quotations from your interview transcript on the social media
platform I have created. You can also choose whether your identity will be publicly associated
with the quotation(s) or not.
(c) You may choose for me to use your learning materials for analysis in the research, but not
have any of those materials posted to the social media web platform.
3. If you do the interview, you will be sent the transcript for you to edit. I will suggest one month
for you to do so, but if you need longer, we can agree upon a later date. If I do not hear from you
by that date, then I will assume you are fine with the transcript finalized as is.
4. You will have the opportunity to edit the transcript, or alter the way(s) in which you would
like to participate in the study, and/or withdraw from the study, at any time up until you have
approved the finalized transcript, or in the case of document analysis, up until you have signed
the Letter of Consent.
POTENTIAL RISKS AND DISCOMFORTS
You may feel assessed or evaluated when talking about your role as an adult learner, which can
be an uncomfortable feeling. You may feel unsure about the option to state your wishes about
being re-contacted in the future to participate in another related research study.
POTENTIAL BENEFITS TO PARTICIPANTS AND/OR TO SOCIETY
It is important for educators and policy makers to hear the voices of adult learners. What are your
thoughts, feelings, experiences of learning as an adult? How do you learn best? By contributing
to this study, you can help express to educators what you think supports effective adult teaching
and learning communities.
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Multiliteracies is a well-recognized formal learning and teaching theory within the larger
research community in Canada in the field of literacy. However, it is usually investigated at the
primary/junior level, and the majority of empirical studies come out of Australia. This study will
further knowledge about a multiliteracies theoretical framework through in-depth interviews with
adult learners, which in turn has the larger aim of contributing to improving education systems in
our society.
As an adult learner, if you choose to be publicly named in the research, your ideas can be
showcased to educators and attributed directly to you.
COMPENSATION FOR PARTICIPATION
If you participate in the research study, you will receive a $20.00 dollar gift card from Chapters
as a token of appreciation for your time.
CONFIDENTIALITY
Prior to starting the interview, I will verbally go over the consent process in person. In both
email and in person, I will answer any questions you might have. You will have options around
the level of confidentiality you would like to have in this study (please see the checklist at the
end of this letter). Every effort will be made to disguise identity markers if requested.
PARTICIPATION AND WITHDRAWAL
If you wish to withdraw from the study at any point up until you have reviewed and approved the
finalized transcript for your interview by the pre-established due date, you may do so. If you
have chosen to participate in the Document Analysis Method, you can withdraw at any point up
to signing this Letter of Consent. You can contact me in writing, via phone, or in person to
withdraw (with no explanation required).
FEEDBACK OF THE RESULTS OF THIS STUDY TO THE PARTICIPANTS
A summary of the research will be found at the University of Windsor REB website by
May 31, 2021.
Web address: http://www1.uwindsor.ca/reb/study-results
Date when results are available: May 31, 2021
SUBSEQUENT USE OF DATA
These data may be used in subsequent studies, publications, presentations.
RIGHTS OF RESEARCH PARTICIPANTS
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If you have questions regarding your rights as a research participant, contact: Research Ethics
Coordinator, University of Windsor, Windsor, Ontario, N9B 3P4; Telephone: 519-253-3000, ext.
3948; e-mail: ethics@uwindsor.ca
CONSENT OPTIONS
Please check only ONE box for EACH of the following options, depending on your individual
preferences:
Interview Methodology:
I agree to be digitally recorded for an interview
NO

YES

If yes, then I also agree that the digital recording of my interview will remain (choose one):
Confidential – your identity will not be revealed in relation to the interview

YES

Public – your identity will be made publicly associated with the interview

YES

I agree to being shown the Media Content Prompt as part of my interview

YES

NO

Please note, this option is only for participants who were a part of previous media event prior to
research
Document Analysis Methodology:
I agree to my learning materials being used for research analysis
and posted to the social media platform

YES

NO

If yes, then I also agree that the learning materials will remain (choose one):
Confidential – your identity will not be revealed in relation to the learning materials

YES

Public – your identity will be made publicly associated with the learning materials

YES

Option for Re-Contacting You
I agree to the researcher re-contacting me again to invite me to have the option
to participate in a related research study in the future.
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YES

NO

SIGNATURE OF RESEARCH PARTICIPANT
I understand the information provided for the study “Multiliteracies for adolescents and adults:
Teaching and learning literacy in the 21st century” as described herein. My questions have been
answered to my satisfaction, and I agree to participate in this study. I have been given a copy of
this form.
SIGNATURE OF RESEARCH PARTICIPANT
I understand the information provided for the study “Multiliteracies for adolescents and adults:
Teaching and learning literacy in the 21st century” as described herein. My questions have been
answered to my satisfaction, and I agree to participate in this study. I have been given a copy of
this form.
SIGNATURE OF THE PARTICIPANT
______________________________________
Name of Participant (Printed)
______________________________________
Signature of Participant (Signature)

___________________
Date

SIGNATURE OF INVESTIGATOR
These are the terms under which I will conduct research.
_____________________________________
Signature of Investigator
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____________________
Date

Appendix E
LETTER FOR CONSENT TO PARTICIPATE IN RESEARCH:
Adult Learners
Title of Study: “Multiliteracies for adolescents and adults: Teaching and learning literacy in the
21st century”
You are asked to participate in a research study conducted by Dr. Susan M. Holloway, Principal
Investigator from the Faculty of Education at the University of Windsor, and Dr. Patricia A.
Gouthro, Co-Investigator from the Faculty of Education at Mount Saint Vincent University. This
research is funded through a Social Sciences and Humanities Research Council (SSHRC) Insight
Grant.
If you have any questions or concerns about the research, please feel to contact Dr. Susan M.
Holloway at 519-253-3000, extension 3818 or via email at holloway@uwindsor.ca, or Dr.
Patricia A. Gouthro via email at Patricia.Gouthro@msvu.ca
PURPOSE OF THE STUDY
The purpose of this study is to investigate ways to improve teaching literacy to teenagers
and adults. “Multiliteracies” is a theory that expands our traditional definition of literacy as just
reading and writing. In this study, we explore that learning can be done, not only through pen to
paper, but through many other modes – drawing, movement, sound, and the use of technology in
all subject areas. For instance, combining some of these modes to communicate ideas, a teacher
could ask students to create a board game or YouTube video, participate in a dramatic role play,
or design a poster. These are examples of what multiliteracies can look like in practice.
Multiliteracies also helps us to think through how to best incorporate technology into teaching,
think about how to connect literacy to the workplace and broader society, and figure out how to
work with people from multiple cultures and languages. This theory put into practice has been
very successful over the last 20 years, but it has been used more often in other parts of the world
and with younger children. This research will help to explore and document how multiliteracies
theory can improve the teaching of literacy for teenagers and adults.
PROCEDURES
If you volunteer to participate in this study, you will be asked to:
1. Read over the Letter of Information and Letter of Consent. Ask the researchers any questions
you might have about the research study. On the Letter of Consent, fill out the Yes/No check box
options according to your preferences, and sign and date the letter.
2. If you choose to participate in the Interview Method, you will have 2 options:

182

Participate in an individual face-to-face interview that will last approximately one hour. I will
provide you with the main questions in advance of the interview itself.
(a) I ask you questions about your learning experiences, and you give your answers.
If you choose to participate in the Document Analysis Method, you will have 3 options:
(a) You may choose to bring in learning materials to share with me during the interview. Some
examples of learning materials could be assignments or work exercises you have done, journal
entries, or videos you have created. Any learning materials you give me might be posted to the
social media web platform (and you decide if you want your name to remain confidential or
posted publicly in relation to these materials).
(b) You may choose for me to post quotations from your interview transcript on the social media
platform I have created. You can also choose whether your identity will be publicly associated
with the quotation(s) or not.
(c) You may choose for me to use your learning materials for analysis in the research, but not
have any of those materials posted to the social media web platform.
3. If you do the interview, you will be sent the transcript for you to edit. I will suggest one month
for you to do so, but if you need longer, we can agree upon a later date. If I do not hear from you
by that date, then I will assume you are fine with the transcript finalized as is.
4. You will have the opportunity to edit the transcript, or alter the way(s) in which you would
like to participate in the study, and/or withdraw from the study, at any time up until you have
approved the finalized transcript, or in the case of document analysis, up until you have signed
the Letter of Consent.
POTENTIAL RISKS AND DISCOMFORTS
You may feel assessed or evaluated when talking about your role as an adult learner, which can
be an uncomfortable feeling. You may feel unsure about the option to state your wishes about
being re-contacted in the future to participate in another related research study.
POTENTIAL BENEFITS TO PARTICIPANTS AND/OR TO SOCIETY
It is important for educators and policy makers to hear the voices of adult learners. What are your
thoughts, feelings, experiences of learning as an adult? How do you learn best? By contributing
to this study, you can help express to educators what you think supports effective adult teaching
and learning communities.
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Multiliteracies is a well-recognized formal learning and teaching theory within the larger
research community in Canada in the field of literacy. However, it is usually investigated at the
primary/junior level, and the majority of empirical studies come out of Australia. This study will
further knowledge about a multiliteracies theoretical framework through in-depth interviews with
adult learners, which in turn has the larger aim of contributing to improving education systems in
our society.
As an adult learner, if you choose to be publicly named in the research, your ideas can be
showcased to educators and attributed directly to you.
COMPENSATION FOR PARTICIPATION
If you participate in the research study, you will receive a $20.00 dollar gift card from Chapters
as a token of appreciation for your time.
CONFIDENTIALITY
Prior to starting the interview, I will verbally go over the consent process in person. In both
email and in person, I will answer any questions you might have. You will have options around
the level of confidentiality you would like to have in this study (please see the checklist at the
end of this letter). Every effort will be made to disguise identity markers if requested.
PARTICIPATION AND WITHDRAWAL
If you wish to withdraw from the study at any point up until you have reviewed and approved the
finalized transcript for your interview by the pre-established due date, you may do so. If you
have chosen to participate in the Document Analysis Method, you can withdraw at any point up
to signing this Letter of Consent. You can contact me in writing, via phone, or in person to
withdraw (with no explanation required).
FEEDBACK OF THE RESULTS OF THIS STUDY TO THE PARTICIPANTS
A summary of the research will be found at the University of Windsor REB website by
May 31, 2021.
Web address: http://www1.uwindsor.ca/reb/study-results
Date when results are available: May 31, 2021
SUBSEQUENT USE OF DATA
These data may be used in subsequent studies, publications, presentations.
RIGHTS OF RESEARCH PARTICIPANTS
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If you have questions regarding your rights as a research participant, contact: Research Ethics
Coordinator, University of Windsor, Windsor, Ontario, N9B 3P4; Telephone: 519-253-3000, ext.
3948; e-mail: ethics@uwindsor.ca
CONSENT OPTIONS
Please check only ONE box for EACH of the following options, depending on your individual
preferences:
Interview Methodology:
I agree to be digitally recorded for an interview

YES

NO

If yes, then I also agree that the digital recording of my interview will remain (choose one):
Confidential – your identity will not be revealed in relation to the interview

YES

Public – your identity will be made publicly associated with the interview

YES

I agree to being shown the Media Content Prompt as part of my interview

YES

NO

Please note, this option is only for participants who were a part of previous media event prior to
research
Document Analysis Methodology:
I agree to my learning materials being used for research analysis and posted to the social media
platform
YES
NO
If yes, then I also agree that the learning materials will remain (choose one):
Confidential – your identity will not be revealed in relation to the learning materials

YES

Public – your identity will be made publicly associated with the learning materials

YES

I agree quotations from my interview can be posted to the social media platform

YES

NO

If yes, then I also agree that the learning materials will remain (choose one):
Confidential – your identity will not be revealed in relation to the quotations
Public – your identity will be made publicly associated with the quotations
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YES
YES

Option for Re-Contacting You
I agree to the researcher re-contacting me again to invite me to have the option
to participate in a related research study in the future.

YES

NO

SIGNATURE OF RESEARCH PARTICIPANT
I understand the information provided for the study “Multiliteracies for adolescents and adults:
Teaching and learning literacy in the 21st century” as described herein. My questions have been
answered to my satisfaction, and I agree to participate in this study. I have been given a copy of
this form.
SIGNATURE OF RESEARCH PARTICIPANT
I understand the information provided for the study “Multiliteracies for adolescents and adults:
Teaching and learning literacy in the 21st century” as described herein. My questions have been
answered to my satisfaction, and I agree to participate in this study. I have been given a copy of
this form.
SIGNATURE OF THE PARTICIPANT
______________________________________
Name of Participant (Printed)
______________________________________
Signature of Participant (Signature)

___________________
Date

SIGNATURE OF INVESTIGATOR
These are the terms under which I will conduct research.
_____________________________________
Signature of Investigator
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____________________
Date

Appendix F
CONSENT FOR DIGITAL RECORDING
Research Participant’s Full Name (printed):
__________________________________________
Title of the Project: “Multiliteracies for adolescents and adults: Teaching and learning literacy in
the 21st century”
I consent to the audio taping of the interview for the above-mentioned research
study.
I understand these are voluntary procedures and that I am free to withdraw at any
time by requesting that the taping be stopped. I also understand that my wishes
around the level of confidentiality I have agreed to in the Letter of Consent will
be respected. If I choose for my interview to be treated confidentially, my name
will not be revealed to anyone and that digitally recording will be kept
confidential. Digital recordings are filed by number only and stored in a locked
cabinet.
The destruction of the audio digital recordings will be completed once you have
had the opportunity for editing, verification, and approval of the transcript.
I understand that confidentiality will be respected if requested, and that the digital
recording will be for professional use only.
I choose to have excerpts of my digitally recorded interview uploaded to the
social media platform
YES
NO
SIGNATURE OF THE PARTICIPANT
______________________________________
Name of Participant (Printed)
______________________________________
Signature of Participant (Signature)

___________________
Date

SIGNATURE OF INVESTIGATOR
These are the terms under which I will conduct research.
_____________________________________
Signature of Investigator

187

____________________
Date

Appendix G
CONSENT FOR VIDEO TAPING
Research Participant Name: _________________________________________
Title of the Project: “Multiliteracies for adolescents and adults: Teaching and learning literacy in
the 21st century”
Following the interview, you now have the option to participate in an additional
component of the research.
Now having completed the interview, I will consult with you to discuss one or
two ideas that you talked about in the interview, which I would ask for you to repeat
while I video tape you talking. This video segment would be approximately 2-10 minutes
long.
The purpose of this video tape would be to share it on the social media platform I
have created for educators.
In signing this Consent Form, you understand these are voluntary procedures and
that you are free to withdraw at any time by requesting that the videotaping be
discontinued.
You also understand that your name will be publicly associated with the video
tape and the video tape will be for professional use only.
Board.

This research has been cleared by the University of Windsor Research Ethics

SIGNATURE OF THE PARTICIPANT
______________________________________
Name of Participant (Printed)
______________________________________
Signature of Participant (Signature)

___________________
Date

SIGNATURE OF INVESTIGATOR
These are the terms under which I will conduct research.
_____________________________________
Signature of Investigator
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____________________
Date

Appendix H
CONSENT FOR PHOTOGRAPHY (PORTRAIT PHOTO)
Research Participant’s Name: _________________________________________
Title of the Project: “Multiliteracies for adolescents and adults: Teaching and learning literacy in
the 21st century”
In signing this Consent Form, you understand that I am taking your photo for
purposes of posting it to use on the social media platform and/or for various publications,
presentations, workshops.
You also understand that your name will be publicly associated with the
photograph and the photograph will be for professional use only.
Board.

This research has been cleared by the University of Windsor Research Ethics

SIGNATURE OF THE PARTICIPANT
______________________________________
Name of Participant (Printed)
______________________________________
Signature of Participant (Signature)

___________________
Date

SIGNATURE OF INVESTIGATOR
These are the terms under which I will conduct research.
_____________________________________
Signature of Investigator
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____________________
Date

Appendix I
RECRUTIMENT EMAIL SCRIPT FOR TEACHERS/ADULT EDUCATORS
Dear [First Name of Adult Educator/Teacher],
This is Dr. Susan M. Holloway in the Faculty of Education at the University of Windsor
and Dr. Patricia Gouthro in the Faculty of Education at Mount Saint Vincent University. This
project has been cleared by the University of Windsor Research Ethics Board.
I am writing to you at this time because I would like to invite you to participate in
research that I am conducting. In this new research study, I want to interview secondary school
teachers and adult educators in the broader community whose pedagogy reflects multiliteracies.
So, if you use multimodality in your teaching (different combinations of modes such as audio,
gestural, visual), technology, inquiry-based teaching, and take into account cultural and linguistic
pluralism, you are engaging in a multiliteracies pedagogy.
The research study itself involves conducting an interview with you, or you sharing your
pedagogical materials with me. There are options around the level of confidentiality you would
like to choose. Every effort will be made to disguise identity markers if requested. One of
Consent options will be asking if you are comfortable or not with me re-contacting you in the
future about the possibility of participating in another related research study.
I have attached here the Letter of Information, the Letter of Consent, Letter of Consent
for Digital Recording, Letter for Consent for Video Taping, and a Letter for Consent for
Photography that have gone through the University of Windsor’s Ethics Board’s approval that
explains the study in more detail and your potential role in it. Please note that if you decide to
participate in the research study, you will receive a $20.00 gift certificate to Chapters as a small
token of appreciation for sharing your time and insights.
By participating in this research study, you may help in developing new strategies
and resources meant for educators. The research will help to raise your professional profile if you
choose to be publicly named. Taking part in the research might also potentially lead to
opportunities for you to network with other educators who share an interest in this kind of
pedagogy.
If you are interested in participating in this research study, or if you have any questions at
all about it, please do not hesitate to contact me. You can reach me at this email address
holloway@uwindsor.ca, in person, or via my telephone number (519) 253-3000, extension 3818.
The quickest way to reach me is via email. Thank you very much for considering this request.
Best Regards,
Dr. Susan M. Holloway. If Patricia is contacting the participant directly, her name will go
here.
Susan M. Holloway, PhD
Associate Professor
University of Windsor
Faculty of Education
401 Sunset Avenue
Windsor, ON, N9B 3P4
190

Appendix J
RECRUTIMENT EMAIL SCRIPT FOR ADULT LEARNERS
Dear [First Name of Adult Learner],
This is Dr. Susan Holloway in the Faculty of Education at the University of Windsor.
I am writing to you at this time because I would like to invite you to participate in
research that I am conducting. In this new research study, I want to interview adult learners in
the broader community whose are interested in discussing their views on effective ways of
teaching and learning that expand how we think about literacy. I would like to learn more from
your adult learner’s perspective.
The research study itself involves conducting an interview with you. There are options
around the level of confidentiality you would like to choose, and if you would like to share some
of your learning materials for the interview. Every effort will be made to disguise identity
markers if requested. This project has been cleared by the University of Windsor Research Ethics
Board. One of Consent options will be asking if you are comfortable or not with me recontacting you in the future about the possibility of participating in another related research
study.
I have attached here the Letter of Information, the Letter of Consent, and Letter of Consent
for Digital Recording that have gone through the University of Windsor’s Ethics board’s
approval that explains the study in more detail and your potential role in it. Please note that if
you decide to participate in the research study, you will receive a $20.00 gift certificate to
Chapters as a small token of appreciation for sharing your time and insights.
By participating in this research study, you may help in developing new strategies and
resources meant for the broader teaching community. The research will help to raise your profile
if you choose to be publicly named. Taking part in the research might also potentially lead to
opportunities for you to network with other adult learners who share an interest in this kind of
pedagogy.
If you are interested in participating in this research study, or if you have any questions at
all about it, please do not hesitate to contact me. You can reach me at this email address
holloway@uwindsor.ca, in person, or via my telephone number (519) 253-3000, extension 3818.
The quickest way to reach me is via email. Thank you very much for considering this request.
Best Regards,
Dr. Susan M. Holloway. If Patricia is contacting the participant directly, her name will go
here.
Susan M. Holloway, PhD
Associate Professor
University of Windsor
Faculty of Education
401 Sunset Avenue
Windsor, ON, N9B 3P4
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